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ABSTRACT 
 
 African American and other students of color have continued to score lower than 
White students in many classrooms and on achievement tests in every subject, especially 
in reading.  The purpose of this study was to explore if there is a relationship between a 
teacher’s cultural responsiveness and their third grade African American students’ 
achievement, especially in reading.  An additional purpose was to determine if African 
American students' perceptions of their teachers as culturally responsive was linked to 
their achievement and if teachers of African American students are effective or highly 
effective based on their level of cultural responsiveness.  When teachers use a culturally 
responsive pedagogy, it entails using the cultural background, previous experiences, 
frames of reference, and performance approaches of ethnically diverse students so that 
learning is more pertinent and effective for them. 
 This concurrent mixed method study, in which quantitative and qualitative data 
were analyzed within the same analytical framework, explored the research questions 
related to cultural responsiveness in teachers and African American students' academic 
achievement in reading, as well as whether the African American students' perception of 
their teachers as culturally responsive impacts their achievement.  
 The instruments used in this study were surveys, and district and state 
assessments.  Classroom observations and teacher interviews were also used to gather 
data.   
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 It was found that there was no significant difference in the perceptions of 
students from the surveys of their teachers at School one and School two.  However, 
there was a significant difference between the score for the MOY and the EOY for the 
students at the two schools.  Culturally responsive pedagogy is a key component to 
helping African American students succeed in school.  This pedagogy must be based on 
the nine dimensions of African American culture.  These characteristics are best 
demonstrated through educational strategies that allow students to have a reason for, or 
give meaning to what they are learning.  These strategies must be shared with teachers in 
order for them to be done correctly; therefore, it is imperative that teachers and school 
leaders receive professional development and training on how to implement these 
strategies.  A culturally responsive pedagogy, effectively used by a caring teacher, can 
close the achievement gap and level the playing field for all students.   
 iv 
 
DEDICATION 
 
I would like to dedicate this record of study to my family.  To my husband 
Adrian, for his love and support.  To my children, Nicholas, Phillip, and Shannyn, and 
my granddaughter, Tori for their encouragement and love, and to my parents, Henry and 
Earnestine Wagner, for their example and their love. 
 
 v 
 
ACKNOWLEDGEMENTS 
 
First and foremost, I would like to thank my husband, Adrian, who allowed me to 
disturb his sleep as I got up to get on the road for those early morning drives to A & M.  
I would also like to thank him for his love and support and his acceptance of all of those 
take-out meals we had to endure as I went along this journey.  To my children, Nicholas, 
Phillip, and Shannyn, and my granddaughter, Tori.  Thank you so much for your love 
and encouragement and allowing me to be "missing in action" at times.  I would like to 
thank my parents, Henry and Earnestine Wagner, for supporting me in every endeavor I 
undertake.  Thank you for the love.  Thanks to all of my friends and family members 
who told me how proud of me they are.  Those words of encouragement kept me going. 
I would like to thank my instructors, especially my chair, Dr. Gwen Webb-
Hasan, for keeping the purpose ever before me.  She believes as I do that all children can 
succeed.  I would like to thank my committee, Dr. Irby, Dr. Larke, and Dr. Torres for the 
feedback and support in this work.  A special thank you to our "carpool," Anastasia 
Lindo-Anderson, James Ferguson, and Laura Ann Novacinski.  Thank you so much for 
allowing me to tag along.  Those deep conversations we had on the road were important 
to me.  They kept me grounded and focused.  Most importantly, I thank God for guiding 
me and giving me everything I needed to be successful in this journey. 
 
 vi 
 
TABLE OF CONTENTS 
                                                                                                                                      Page 
ABSTRACT .......................................................................................................................ii 
DEDICATION .................................................................................................................. iv 
ACKNOWLEDGEMENTS ............................................................................................... v 
TABLE OF CONTENTS .................................................................................................. vi 
LIST OF FIGURES ........................................................................................................... ix 
LIST OF TABLES ............................................................................................................. x 
CHAPTER I INTRODUCTION ........................................................................................ 1 
Background of the Study ................................................................................................ 1 
Statement of the Problem and Purpose .......................................................................... 4 
Research Questions ........................................................................................................ 7 
Significance of the Study ............................................................................................... 7 
Theoretical Framework .................................................................................................. 9 
Definition of Terms ...................................................................................................... 11 
Limitations ................................................................................................................... 15 
Delimitations ................................................................................................................ 15 
Assumptions ................................................................................................................. 16 
Organization of the Study ............................................................................................ 16 
CHAPTER II REVIEW OF THE LITERATURE ........................................................... 19 
Introduction .................................................................................................................. 19 
Race in America ........................................................................................................... 21 
Issues Impacting African American Achievement in Reading: ................................... 24 
A Historical Perspective ............................................................................................... 24 
Issues Impacting African American Achievement in Reading .................................... 35 
Cultural Characteristics or Dimensions of the African American Learner .................. 46 
Effective Strategies for Increasing African American Student Achievement.............. 51 
Other Issues Impacting African American Achievement in Reading .......................... 56 
Leaders of Culturally-Responsive Pedagogy and Strategies for Reading.................... 61 
African American Students' Perceptions of their Reading Teachers' Impact on   
      Success ................................................................................................................... 70 
Student Reaction to Perceived Culturally-Responsive or Unresponsive                                                                                                     
      Teachers/Classroom ............................................................................................... 71 
 vii 
 
Summary ...................................................................................................................... 72 
CHAPTER III METHODS .............................................................................................. 74 
Introduction .................................................................................................................. 74 
Selection of Participants ............................................................................................... 75 
Instrumentation............................................................................................................. 79 
Data Collection ............................................................................................................. 86 
Data Analysis ............................................................................................................... 90 
Summary ...................................................................................................................... 92 
CHAPTER IV PRESENTATION AND ANALYSIS OF DATA: QUANTITATIVE ... 94 
Introduction .................................................................................................................. 94 
Descriptive Statistics .................................................................................................... 95 
Testing the Research Questions ................................................................................. 104 
Summary .................................................................................................................... 114 
CHAPTER V PRESENTATION AND ANALYSIS OF DATA: QUALITATIVE ..... 116 
Introduction ................................................................................................................ 116 
Qualitative Research Design ...................................................................................... 117 
Themes that Emerged ................................................................................................. 133 
Summary .................................................................................................................... 135 
CHAPTER VI SUMMARY, DISCUSSION, AND CONCLUSIONS .......................... 138 
Introduction ................................................................................................................ 138 
Summary of the Study ................................................................................................ 138 
Purpose of the Study .................................................................................................. 139 
Research Questions .................................................................................................... 139 
Theoretical Framework .............................................................................................. 140 
Methods ...................................................................................................................... 140 
Findings ...................................................................................................................... 141 
Discussion of the Findings ......................................................................................... 142 
Implications for Practice ............................................................................................ 147 
Recommendations for Further Research .................................................................... 150 
Conclusions ................................................................................................................ 152 
REFERENCES ............................................................................................................... 155 
APPENDIX A DISTRICT RESEARCH APPROVAL LETTER ................................. 166 
APPENDIX B CONSENT FORMS .............................................................................. 167 
 viii 
 
APPENDIX C SURVEY INSTRUMENTS .................................................................. 173 
APPENDIX D EXTERNAL VALIDITY STUDY: ISTATION/STAAR ..................... 177 
APPENDIX E TEACHER EVALUATION INFORMATION ..................................... 189 
APPENDIX F DISTRICT DASHBOARD SAMPLE ................................................... 194 
APPENDIX G  OBSERVATION PROTOCOLS .......................................................... 196 
 
 
  
 
 ix 
 
LIST OF FIGURES 
Page 
Figure 1.  U.S.  Adults Age 16 to 65 at Each Level of Proficiency in Reading .................. 3 
Figure 2.  Donation Funds by Trustee Area 2014 - 2015 .................................................. 60 
Figure 3.  Tier 1 English IStation Level 1 ......................................................................... 83 
Figure 4.  Tier 1 Spanish IStation Level 1 ........................................................................ 84 
Figure 5.   Third Grade BOY, MOY, and EOY 1 ........................................................... 101 
  
 
 x 
 
LIST OF TABLES 
TABLE                                                                                                                          Page
         
1  Percentage of Gaps in Reading by Ethnicity on the State Assessment ............. 36 
2  Met Standard 2015 Accountability System ....................................................... 37 
3  Percentage of Students Placed in Special Education by Ethnicity .................... 40 
4  Percentages of Students by Demographic Group in Special Education by 
Type ................................................................................................................... 41 
 
5  Students in G/T in Current School District........................................................ 43 
6  Number and Percentage of Students Impacted by Discipline Issues ................. 45 
7  Schools That Received Donations by School Board Trustee Area 2012 - 
2015 ................................................................................................................... 58 
 
8  Donations to Schools by School Board Trustees Area 2012 - 2015 .................. 58 
9  Classroom Demographics at Study Schools - Number and Percentage ............ 75 
10  Demographic Campus Overview ....................................................................... 78 
11  Third Grade Teacher Demographics ................................................................. 79 
12  Reading State Assessment Scores of Participating Schools .............................. 79 
13  Demographic Variables ..................................................................................... 95 
14  Descriptive Statistics School One Instrument 2 ................................................ 96 
15  Descriptive Statistics School Two Instrument 2 ................................................ 97 
16  Descriptive Statistics School One Instrument 3 ................................................ 98 
17  Descriptive Statistics School Two Instrument 3 ................................................ 99 
18  Descriptive Statistics Teacher Survey Data ..................................................... 100 
19  School One - Paired Samples Statistics ........................................................... 102 
 xi 
 
20  School Two - Paired Samples Statistics .......................................................... 102 
21  State Assessment Scores - School One and School Two ................................ 103 
22  Teacher Appraisal Rating ................................................................................ 103 
23  Comparison Data Schools 1 and 2 Instrument 2 ............................................. 106 
24  Descriptive Statistics Schools 1 and 2 Instrument 3 ........................................ 108 
25  Descriptive Statistics Teacher Survey Data ..................................................... 109 
26  Paired Samples Statistics IStation Mean ......................................................... 110 
27  Paired Samples Test for IStation - Significance .............................................. 111 
28  Teacher Assessment Rating 2014 - 2015 ......................................................... 112 
29  Analysis of Students Using Tier 1 Metrics ...................................................... 113 
30  Tier 1 Metrics Independent Samples Test ....................................................... 113 
 
 
 
 
 
 
 
 
 
 
 
 
 1 
 
CHAPTER I 
INTRODUCTION  
Background of the Study 
 Culture has been defined in many ways, but the most prevalent definition is that 
people in the same culture share similar values, ideals, standards, customs, history, 
traditions, and institution of a group of people (Banks, Banks, & McGee, 1989; Ledrach, 
1995; Li & Karakowsky, 2001).   Cultural background has been found to have a 
powerful impact on students’ educational experiences (Gay, 2010).  In order for 
education to benefit all students, it must take into account the diverse and varied culture 
experienced by students.  Too many times those in power make educational decisions for 
all students that may not directly benefit all students (Freire, 1970; Woodson, 1933).  A 
cultural misunderstanding occurs when something the student or teacher says or does has 
a different meaning in the two cultures (Fish, 2010, 2013).  Too many African American 
students end up in special education classes as a result of this cultural misunderstanding 
(Ford, 2012; Ladson-Billings, 2009; Milofsky, 1974; Noguera, 2002), are 
underrepresented in gifted and talented classes (Ford, 2012; Naglieri & Ford, 2003), and 
too many poor and students of color receive a substandard education (Du Bois, 1935; 
Noguera, 2002).  Teachers must be culturally responsive to their students so that African 
American and other culturally diverse students can be successful in school and in life 
(Ladson-Billings, 2009).   
 Students who do not read proficiently by the third grade have a higher dropout 
rate and a lower graduation rate than students who were reading proficiently by the third 
 2 
 
grade (Hernandez, 2011).  Additionally the highest proportion of students who read 
below grade level are males, African Americans, or have spent time in foster care 
(Lesnick, Goerge, Smithgall, & Gwynne, 2010).  And while it is important to focus on 
increasing reading proficiency in the early grades (Fiester, 2013), it is equally important 
that students of all levels are proficient readers.  Nationally, approximately 32 million 
adults are functionally illiterate and cannot read (U.S.  Department of Education, 
National Institute of Literacy, 2013).   
 A report completed by the National Center for Education Statistics showed that 
there is a large gap in academic reading achievement between African American and 
White students of more than 27 percentage points (NCES, 2013).  Additionally, the 
Program for the International Assessment of Adult Competencies (PIAAC) completed a 
study of reading proficiency, where Level 1 is the lowest level of proficiency and Level 
5 is the highest.   African Americans and Hispanics have larger percentages at Below 
Level 1 and at Level 1 and smaller percentages at Level 4/5 than Whites or other groups.  
Figure 1 below shows the reading proficiency levels for students of color and White 
students in 2012 (NCES, 2012).   
 As the data in Figure 1 below show, approximately 70% of the African American 
and Hispanic students’ scores were level 2 or lower, with only 30% of the scores being 3 
and above.  It also shows a little less than 5% of these students having a score of 4 or 5 
reading level.  This is compared to approximately 38% of the White students with scores 
at level 2 or lower and 62% scoring at a 3 reading level or above, with 22% having a 
score of 4 or 5. 
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Source: U.S.  Department of Education, National Center for Education Statistics, 2013 
 
Figure 1.  U.S.  Adults Age 16 to 65 at Each Level of Proficiency in Reading 
  
 A report completed by the National Center for Education Statistics showed that 
there is a large gap in academic reading achievement between African American and 
White students of more than 27 percentage points (NCES, 2013).  Not only is reading an 
issue for college-going students of color, it is also an economic issue.  Older students 
who cannot read are unable to compete in college and about half do not complete high 
school with their peers (Bridgeland, DiIulio, & Morison, 2006). 
  A new strategy towards equity and cultural responsiveness must be used in order 
to eradicate the proficiency gap in the United States.  Although some would disagree, 
providing a culturally responsive pedagogy for students benefits all students (Blankstein 
& Noguera, 2015), Students of color have difficulty getting successful jobs if their 
reading level is low.  With the population of the United States becoming more diverse 
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(Brookings Institute, 2015; Department of Education, 2014;), it is critical that we educate 
this population well.   Not only is it a moral imperative, with such large percentages of 
African American and other people of color becoming the new majority, it is an 
economic responsibility.  There is still a large gap between Whites and African 
Americans and Whites and Hispanics, regarding education, poverty, and income (Frey, 
2014).  The advent of Black Lives Matter is one of the groups that has gained 
momentum because of the disparities in education, poverty, income, and treatment 
(Black Lives Matter, 2015).   Closing the gap and providing educational and economic 
opportunities to all students is necessary in order to provide hope.  "Hope deferred 
maketh the heart sick: but when the desire cometh, it is a tree of life" (Proverbs 13:12 
KJV). 
Statement of the Problem and Purpose 
 The academic achievement of African American students has been discussed and 
considered to be a major concern of educators for many years (Fantuzzo, et al, 2012; 
Ladson-Billings, 1995, 2009; Taylor, 2012; Webb-Johnson, 2010; Woodson, 1933).  The 
growing achievement gap between African American students and White students, 
especially in reading, continues to widen (National Assessment of Educational Progress 
(NAEP), 2013).  In a large urban school district in Texas for example, the achievement 
gap between African American and White students in the third grade on the most recent 
administration of the state assessment in reading was 25 percentage points, 26 points in 
grade six, and by the time the students reached their first End of Course exam (EOC) at 
the end of ninth grade, the gap had grown to 32 percentage points.  The average score for 
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African American children passing the state assessment in reading in this school district 
was 33% versus 79% of White students passing the test.  This represents a gap of 36 
percentage points (Texas Education Agency (TEA) - AEIS 2013), and the problem was 
not exclusive to Texas.  Data reviewed from the state assessment given in a large urban 
school system in Florida revealed a similar if not and equally disturbing gap between the 
average score for African American students (36%) and White students (76%) of 40 
percentage points (FLDOE, 2013).  Nationally, data of NAEP scores provided by the 
National Center for Education Statistics showed that from 2002 to 2013, the 
achievement gap between African American students and White students in reading had 
continually averaged more than 27 percentage points (NCES, 2013).  One of the reasons 
provided to explain this gap in achievement was attributed to the cultural responsiveness 
of teachers (Delpit, 2006; Gay, 2010; Hanley & Noblit, 2009; Ladson-Billings, 1994, 
2009).  Cultural responsiveness has been linked to achievement, behavior, resilience, 
racial identity, classroom environment (safety), student engagement, and attendance 
(Darling-Hammond, 1997; Gay, 2010; Ladson-Billings, 1994, 2006, 2009).   
 The purpose of this study was to explore if there is a relationship between a 
teacher’s cultural responsiveness and their third grade African American students’ 
achievement, especially in reading.  Additionally, I wanted to determine if African 
American students' perceptions of their teachers as culturally responsive was linked to 
their achievement and if teachers of African American students are effective or highly 
effective based on their level of cultural responsiveness.  My assumption was that if a 
student feels as if the teacher understands their culture, and cares about them, the 
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students will do better academically and will be better able to learn (Gay, 2010; Ladson-
Billings, 2009) I also assumed that highly effective and effective teachers are more 
culturally responsive than teachers who are considered ineffective or highly ineffective, 
mainly because part of their assessment is tied to how well the students do academically.  
Do students do better in school if they feel their teacher understands them and cares 
about them? This study identified the factors that affect the student’s perception of their 
teacher as culturally responsive.  Were there certain characteristics of or actions taken by 
a teacher that students perceived to be culturally responsive to them and their needs?  
Was student achievement higher for these teachers? 
 Another issue that was addressed here was how cultural responsiveness would be 
measured.  In addition to reviewing the information provided by the students regarding 
their opinion of the teacher and how they thought the teacher felt about them, there were 
several things that I looked for as I observed the classroom to demonstrate what it looked 
like in actual practice.  Gay (2010) demonstrates several ideas that identify a culturally 
responsive classroom and instructional practices.  Culture counts.  In other words, not 
only must teachers understand their own culture, but they must understand the culture of 
the students.  This cultural understanding of the students should be demonstrated in the 
way the class is set up, the books used in the classroom, the posters and student work 
displayed in the room.  A culturally responsive classroom should be set up to meet the 
needs of the students, especially in response to their cultural values.  It should represent 
a community of learners who support one another (Ladson-Billings, 2009).  A culturally 
responsive teacher should also have high expectations for student success and a culture 
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of caring (Gay, 2000, 2010, Ladson-Billings, 1995, 2009).  There should be a rigor.  
Classrooms should incorporate scaffolding and project-based learning, as well as, 
differentiated instruction which are all teaching strategies that can reach students of 
color, especially African American students.  Therefore, I was looking for this type of 
evidence as I visited the classrooms.  Cultural responsiveness would be measured by the 
teachers' responses to the survey as well as whether or not it was evident that the 
teachers cared about their students through their interactions with the students in class. 
Research Questions 
Three specific research questions were answered in my study: 
1.  What was the relationship between cultural responsiveness in teachers and 
their African American students' academic reading achievement? 
2.  How were the perceptions of African American students of their teachers 
being culturally responsive related to their reading achievement as measured by district 
approved assessment tests? 
3.  What was the relationship between a teacher being culturally responsive to 
students' needs and being identified as effective or highly effective? 
Significance of the Study 
 This study made a significant contribution to the field.  The issue of the 
achievement gap between African American students and other students in reading and 
other subjects is of such concern that it got the attention of the President of the United 
States.  In July of 2012, President Barack Obama signed an Executive Order to create the 
first ever White House Initiative on Educational Excellence for African Americans.  The 
 8 
 
purpose of that initiative was to improve outcomes and educational opportunities for 
African Americans that could lead to an increase in high school graduation, college 
completion, and productive careers for these students (Educational Excellence for 
African Americans, 2012).  The press release noted that some of the obstacles that 
prevent African American students from an equal opportunity to a quality education 
include: access to highly effective teachers and principals, school safety, lack of rigorous 
college-preparatory classes, and a disproportionate percentage of school discipline and 
special education referrals.  High student discipline and special education referrals are 
key indicators of a lack of cultural understanding or responsiveness (Delpit, 2006; Ford, 
2012; Ladson-Billings, 2009; Milofsky, 1974; Neal, McCray, & Webb-Johnson, 2001; 
Noguera, 2002).   
 It is a national, state, and local problem that African American students are over 
represented in special education programs.  Noguera states, "...schools that serve Black 
males fail to nurture, support, or protect them.  In school, Black males are more likely to 
be labeled as behavior problems and less intelligent even while they are still very young.  
Black males are also more likely to be punished with severity, even for minor offenses, 
for violating school rules; often without regard for their welfare.  They are more likely to 
be excluded from rigorous classes and prevented from accessing educational 
opportunities that might otherwise support and encourage them" (Naglieri & Ford, 2003; 
Noguera, 2002.  para 12). 
 The federal No Child Left Behind (NCLB) law in 2001 required states to collect 
data on student achievement and disaggregate test scores by race and other demographic 
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and educational characteristics.  The data highlighted in these scores demonstrated that 
African American students were lagging behind other groups in almost every subject, 
but especially in reading.  There has been much public discussion about this problem, 
but the gap still exists and is growing wider each year (Noguera, 2012; Sankofa, et al, 
2005).  In 2012, Former Education Secretary Arne Duncan stated that he did not believe 
that schools in the United States would be able to help all children be proficient 
academically by the year 2014, a mandate of NCLB, a statement that was held to be true; 
the plight of African American students is worse than in previous years, proving that his 
fears were confirmed.  Numerous studies have been published regarding cultural 
responsiveness and the impact that it has on the achievement gap, but each researcher 
admits that there is much more research needed to address the issue (Gay, 2010; Hill, 
2012; Howard & Terry, 2011; Nichols, Rupley, & Webb-Johnson, Tlusty, 2000; 
Williams, 2015).  This study extended the body of knowledge available on the impact of 
cultural responsiveness and student achievement and whether it was related to a teacher 
being considered effective or highly effective. 
Theoretical Framework 
 The theoretical framework for this study was culturally relevant pedagogy, tied 
to critical race theory.  Culturally relevant pedagogy was coined by Gloria Ladson-
Billings in 1994.  Ladson-Billings stated that there are three criteria that guide culturally 
relevant pedagogy - "(a) students must experience academic success; (b) students must 
develop and/or maintain cultural competence; and (c) students must develop a critical 
consciousness through which they challenge the current status quo of the social order" 
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(p.  160).  Culturally responsive pedagogy allows the school to incorporate the culture of 
the student's home and community with what they are learning in the classroom.  
Ladson-Billings believes that teachers should use cultural referents to teach students, 
using their culture as a bridge and an opportunity to value and recognize the student's 
own culture (Ladson-Billings, (2009).  The culturally responsive teacher has developed 
the "personal and interpersonal awareness and sensitivities, learning specific bodies of 
cultural knowledge, and mastering a set of skills that taken together, underlines effective 
cross-cultural teaching" (Diller & Moule, 2005, p.  2) that effectively serves students 
from diverse cultures.  If a teacher understands and is culturally responsive to the 
African American culture, she/he is better able to support and guide the African 
American student and meet their needs (Ford, 2012).   
 National Education Association (NEA) considers cultural competence and/or 
cultural responsiveness to be the key factors in helping educators help students whose 
culture is different from their own.  These educators are able to build on the cultural and 
community norms, while making students feel unique and important in their own right 
(Ladson-Billings, 1994, 2009; Pratt-Johnson, 2006).  This theoretical framework of 
culturally responsive pedagogy was used to show whether there was a relationship 
between teachers who are culturally responsive and student academic achievement in 
reading.  This frame was also used to examine student perception of their teacher's 
responsiveness.  Additionally, this framework guided me to understanding the factors 
that students perceive teachers to demonstrate that make them culturally responsive and 
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demonstrate that they are using a culturally responsive pedagogy.  The theoretical 
framework is discussed in greater detail in Chapter 2. 
Definition of Terms 
Achievement Gap 
 An achievement gap is the difference in academic performance between student 
groups and their peers (U.  S.  Department of Education, 2012). 
Adequate Yearly Progress (AYP) 
Adequate yearly progress (AYP) is the measure that holds schools, districts, and 
states accountable for student performance under Title I of the No Child Left Behind Act 
of 2001 (NCLB), the current version of the Elementary and Secondary Education Act.  
(ESEA, 1994) 
African American  
 An African American is an American of Black African descent  (Merriam 
Webster dictionary, 2013).  African American is also a student group initially reported 
through No Child Left Behind (NCLB).  and now through the newly enacted Every 
Student Succeeds Act (ESSA, 2015). 
Culturally Responsive Teaching 
 Culturally responsive teaching is using the cultural background, previous 
experiences, frames of reference, and performance approaches of ethnically diverse 
students so that learning is more pertinent and effective for them (Gay, 2010; Ladson-
Billings, 1995; 2006; 2009).   
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Culture  
Culture is the shared and similar values, ideals, standards, customs, history, traditions, 
and institution of a group of people (Banks, Banks, & McGee, 1989; Ledrach, 1995; Li 
& Karakowsky, 2001). 
Focus Schools  
 Ten percent of Title I schools – not otherwise identified as a Priority school – are 
considered Focus schools.   These schools include campuses with the widest gaps 
between reading and math performances of the federal student groups and safeguard 
targets of 75%.  To exit Priority or Focus status, a school must make significant progress 
for two consecutive years following interventions and no longer fit the criteria to be 
identified as a Priority or Focus school.  (Texas Education Agency, 2015; U.  S.  
Department of Education, 2015) 
Improvement Required (IR) Schools 
 IR designation is given to schools that had unacceptable performance in the 
previous year.  These schools did not meet the targets on all required indexes for which 
they have performance data.  The performance data are based on the following indexes 
for a high school - STAAR results, graduation rate, graduation diploma plan rate, and 
postsecondary indicator.  Elementary and middle school performance data are based on 
the STAAR index only.  (Texas Education Agency, 2015) 
Persistently Lowest Performing Schools 
Persistently Lowest Performing Schools are schools that do not meet state 
"adequate yearly progress" (AYP) goals for two or more years for their total student 
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populations and for specified demographic student groups, including major ethnic/racial 
groups, economically disadvantaged students, limited English proficient (LEP) students, 
and students with disabilities (ESSA, 2015; NCLB, 2001) 
Priority Schools 
 Schools that have been identified as among the lowest-performing 5% of Title 
I schools in the state over the past three years, or any non-Title I school that would 
otherwise have met the same criteria are considered to be Priority schools.  This also 
includes Title I schools with graduation rates below 60%; and the lowest-performing 
Title I schools based on achievement results on reading/math safeguards at the All 
Student level (Texas Education Agency, 2015). 
Problem of Practice 
 Problem of Practice is a dialogue, using data and other information of when 
students are not being successful on a campus that teachers and school leaders use to 
improve the educational outcomes for students that they currently don't know how to 
solve.  It focuses on teaching and learning and the content begin addressed.  It is 
observable and actionable.  It impacts a broader strategy (school or school district), will 
make a significant difference to student learning, and involves deep learning (City, et.  
al, 2009). 
Racial Uplift 
 Academic achievement rises when students are taught in "culturally familiar 
settings and have strong positive racial identities" (Hanley & Noblit, 2009, p.  5).  It also 
supports home culture and is connected to an educational mission. 
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Resilience  
 Resilience is defined in the general sense, as the capacity to succeed and have 
positive results in life, despite being in conditions that present a challenge and could be 
considered intimidating (Garmezy & Masten, 1991).  In the educational arena, resilience 
is defined as “the heightened likelihood" that the student will be successful in school and 
in life regardless of any adverse situations caused by traits, conditions, or previous 
experiences (Wang, Haertel, & Walberg, 1994).  Resilience is the ability to recover from 
adversity (Hanley & Noblet, 2009). 
Schools in Need of Improvement 
Schools in Need of Improvement is a Title I school that does not make adequate 
yearly progress (AYP) as defined by the state for two consecutive years and receives 
specific consequences, such as, allowing students to transfer to another higher 
performing campus, receiving supplemental service, corrective action, or restructuring 
through closure, restart, transformation, or restructure (ESSA, 2014; NCLB, 2001). 
Student Subgroups  
 Student subgroups are categories of students for which ESEA requires reporting 
and accountability, including students with disabilities, English Learners, low-income 
students, and students from major racial/ethnic groups: e.g., White, Black, Hispanic, 
Asian/Pacific Islander, American Indian/Alaskan Native (U. S. Department of 
Education, 2012).  They are sometimes referred to in this study as student groups, as I 
feel that the prefix "sub" could be interpreted to mean "less than." 
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Limitations 
 The study had the following limitations: 
1.  The data used in this study came directly from Texas Education Agency 
(TEA), National Assessment of Educational Progress (NAEP), U.S.  Department of 
Education, National Institute of Literacy, and the U.S.  Census Bureau.  This information 
could vary because of variations and frequency of reporting from these entities. 
2.  The information gathered for this study through surveys was a representative 
sample (Creswell, 2002) using an urban school district in Texas and the results may not 
be able to be generalized to every district in the country. 
3.  Many variables outside of my control could impact the study, including 
school leadership, additional resources, and parental involvement. 
4.  Only two classrooms were directly observed; therefore, the results may not be 
typical of the remaining third grade classrooms in the district or the country.   
Delimitations 
 The delimitations that were listed in this study were set up to determine the 
perceptions of African American students of their teachers' cultural responsiveness.  In 
order to do this, I sought out participants in a large urban school district because it had a 
large percentage of African American students.  Additionally, a large percentage of the 
African American students in this district were not successful in reading.  I analyzed the 
perceptions of African American students in third grade reading classes of their reading 
teacher, since in this grade reading is assessed for the first time annually by a state and 
national test.  All of the identified students completed a perception survey of their 
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teachers, classrooms, and schools, and were evaluated using online reading assessments.  
Each survey was created based on the students' grade level/reading ability.  The teacher 
participants could have been of any ethnicity, as long as they taught third grade.  These 
particular teachers were African American, although one of them had a Spanish 
surname.  The study took place over the course of four months.  Two classrooms in 
predominantly African American schools, were observed.  Although only two 
classrooms were observed, it allowed me to have first-hand experience with the 
participants and I was able to observe activities and behaviors in the classroom that are 
not always apparent from surveys (Creswell, 2003; Hays & Singh, 2012). 
Assumptions 
 I made the following assumptions for this record of study: (a) the participating 
students who took the survey were truthful and accurate in their responses; (b) the 
participating students understood the words and ideas that were used on the survey 
regarding their teacher's cultural responsiveness; (c) the data collected measures the 
students' perceptions of their teachers' responsiveness to them in reading; (d) the data 
were accurately interpreted; and (e) the questions were closely correlated to cultural 
responsiveness. 
Organization of the Study 
 The purpose of this record of study was to determine whether a culturally 
responsive teacher, using a culturally responsive pedagogy, influenced the academic 
reading achievement of African American children, especially those from economically 
challenged environments.  The record of study is presented in five chapters.  Chapter I 
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includes background of the study, statement of the problem, purpose of the study, 
significance of the study, definition of terms, theoretical framework, research questions, 
limitations, delimitations, and assumptions of the study.   
 Chapter II provided a review of the literature, which includes culturally relevant 
pedagogy theory, critical race theory, race in America, issues impacting African 
American achievement in reading from a historical perspective beginning with slavery 
through the Reconstruction and Civil Rights era to the current era.  Chapter II also 
discusses issues such as disproportionality in special education and G/T classes and the 
disproportionate percentage of African American students receiving disciplinary 
infractions, it discusses equity in funding issues, and provides suggestions of strategies 
that teachers can use in order to help their students achieve success in the classroom.  
Chapter III describes the methods that were used in this record of study.  It includes a 
description of how the participants were selected, instrumentation, data collection, and 
data analysis procedures. 
 Chapter IV presents the study's quantitative findings including the demographics 
of the participants, testing the research questions, confirmatory factor analysis, and 
results of the data analysis for the three research questions.  Chapter V presents the 
study's qualitative findings including a description of what was seen in the classroom 
through observations, the themes that emerged from the findings, and the information 
gathered through informal interviews. 
 Chapter VI provides a summary of the full record of study, discussion of the 
findings, implications of the findings for theory and practice, recommendations for 
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future research, and conclusions.  I also included strategies to use if you determine that 
you need to write grants to further support the pedagogy of teachers of students of color 
(Lunenburg & Irby, 2008).   
 This record of study provides an analysis of the cultural perspective of African 
American students and how a culturally responsive teacher could play a distinctive role 
in their academic success.  It also analyzed how teachers view themselves and the role 
they feel that they have in the academic success of their African American students.  I 
also identified whether or not these teachers scored as effective or highly effective (or 
not) on the teacher evaluation.   
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CHAPTER II 
REVIEW OF THE LITERATURE 
Introduction 
 Students in America have consistently fallen behind students of other countries 
for the last several decades (The Washington Post, December, 2013), currently scoring 
26th out of 34 countries in math, 17th in reading, and 21st in science (PISA, 2012) ).  
African American students are academically behind their White peers in reading and 
math (NAEP, 2009, 2013), which puts them at an even greater disadvantage 
internationally.  Cultural responsiveness in teachers, or the lack thereof, has been 
identified as a primary reason for the wide achievement gap between African American 
and White students (Delpit, 1995, 2006; Ladson-Billings, 1994, 2009; Noguera, 2012).   
 The cultural background of ethnic groups is so diverse and the divergent groups 
have varied experiences in education; therefore, the cultures tend to not understand one 
another and as a result, those groups not in power are more likely to suffer.  Those in 
power who make educational decisions for all students tend to be White and come to 
their educational decision-making based on their own culture and background of what 
they perceive to be correct and true (Freire, 1970).  For example, Milofsky (1974) and 
Noguera (2002) discussed the importance of teachers understanding the culture of their 
students in the educational process in order for their students to be successful.  Too 
many African American students end up in special education classes as a result of this 
culture misunderstanding and too many poor students of color receive a substandard 
education (Blanchett, 2010; Sleeter, 2007).  Noguera referenced the conference paper 
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entitled, "Of rocks and soft places: Using qualitative methods to investigate the 
processes that result in disproportionately," which was orally presented by Klingner and 
Moore at the Minority Issues in Special Education Conference at Harvard University.  
Nogurera (2002) stated that Klinger and Moore discussed why and how so many African 
American students end up in special education.  These authors described how teachers 
must understand the culture of their students in order for African American and other 
students of color to be successful in school and in life (Harry, Klinger, Sturges, & 
Moore, 2002).  The authors explained that rigor in the title is the "rock" and relevance is 
a "soft place," with rigor and relevance being tied to the soft place of assessments.  They 
argued that assessments are subjective and influenced by several factors, including (a) 
the teachers' informal roles in the diagnosis; (b) how the school personnel feels about the 
families of the students; (c) if there are external factors that are influencing the 
identification;( d) the role teacher instruction and classroom management play in the 
classroom environment; (e) the idea that evaluation/IQ tests are geared toward middle 
and upper class White students; and (f) the types of instruments that are used to evaluate 
the students (Harry, et.  al, 2002).  The authors state that taking all of these factors into 
account demonstrates why there is an overrepresentation of African American students 
in special education.   
 The studies and articles discussed in this chapter will focus on African American 
students and race, the historical and current state of the education process for African 
Americans in this country, trends in America toward disproportionality and African 
American students, and the culturally-responsive pedagogy and resources that can help 
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African American students be successful in school; as well as a discussion as to whether 
these issues can influence closing the achievement gap.   
Race in America 
 Race and class, but especially race, are such difficult topics to discuss in America 
(Anderson, 2016; Bai, 2010; Graves, 2011).  Many people do not believe that America 
does not provide equal access to everyone.  After all, America re-elected its first Black 
president.  However, racism is alive and well in America (Cole, 2008; DiAngelo, 2016), 
as attested by the great divide in the country of those who wanted to "take their country 
back" and those other groups (poor, middle class, people of color, gay, liberal) who re-
elected an African American President in the 2012 election.  Additionally, the racism 
that has most recently reared its ugly head through violence towards African Americans, 
both male and female, and the #BlackLivesMatter movement, demonstrate that racism is 
as strong today as ever before.  (CBS, 2015).   
The topic of race in America is a very delicate one that has been reviewed and 
embraced by the oppressed (African American scholars) as a major issue, but has not 
had a substantive review by Whites, because many of them feel that racism towards 
people of color has been eradicated (DiAngelo, 2016).  But, it is critically important to 
address race.  Students in America are becoming more and more culturally and 
linguistically different (CLD), while the majority of teachers are mainly white and 
female (Education Week, 2016; Pew Research Center, 2016; U.  S.  Census, 2015).  
These same teachers who have had very little interaction with people of color, whether 
through friendships, as family members, or in school, feel as if racial segregation and 
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racism have ended.  Robin DiAngelo (2016), in her book, What Does It Mean to be 
White: Developing White Racial Literacy, asks the critical question of what it is like to 
be White in a society that states that race is meaningless, even when the country is 
divided by race.  As a White female who has spent a considerable amount of time 
researching racism in America and what can be done to challenge racial inequality, she 
is focused on increasing racial literacy for teachers and teaching them the importance of 
understanding the students' cultures.   
Race must be addressed when using a culturally relevant pedagogy (CRP) 
(Brown-Jeffy & Cooper, 2011).   Since race must be addressed, it is closely tied CRP to 
critical race theory (Brown-Jeffy & Cooper, 2011; Ladson-Billings & Tate, 1995).   
Racism between African Americans and Whites stems from the historical background of 
African Americans in society.  Slavery's legacy haunts our society because it created the 
hierarchy of leadership from the beginning.  Lies My Teacher Told Me: Everything Your 
High School History Textbook Got Wrong (Loewen, 1995, 2007) discussed that slavery 
and everything that it stood for made it natural that in all things "the Whites be on top, 
Blacks on the bottom" (Loewen, 1995, Ch.  5).  And although there may be times when 
African Americans have a decision-making role, the majority of decision-makers are 
White (DiAngelo, 2016; Greenberg, 2015).  Dr.  DiAngelo makes the point that since 
Whites constructed and dominate all significant institutions, their interests are rooted in 
the foundation of the U.  S.  society.  Even if a White person is against racism, they still 
benefit because the system was created in their favor.    
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In the educational arena, books and the entire educational experiences are built 
around the expectations of Whites (Brown-Jeffy & Cooper, 2011; DiAngelo, 2016; 
Hanley & Noblet, 2009).  Textbooks and historical renderings show the history of 
America, for example, through the eyes of White citizens, which provides the message 
that they are more valuable than any other groups; it is important to tell their history.  
Researchers who have attempted to show that African American and other students of 
color can learn effectively, but perhaps may learn in a way most closely related to their 
culture (Gay, 2010; Ladson-Billings, 2009; Tatum, 2000), are many times not seen as the 
authority on the subject by those in power because of their race (Hanley & Noblit, 2009).  
Their viewpoint is seen as contrary to the dominant curricular viewpoint.  In America, 
the authority on teaching and education has been in the domain of those in power.   
It could be because the people who are in power do not understand the culture of 
others who are not like them; it could be that they feel that everyone should learn the 
same way.  It could also be a not so subtle attempt to keep those in power, in power.  
School leaders (those in power) say with words that they want every child to succeed, 
but their actions and the achievement results of African American and other students of 
color speak louder than their words.   
 The systematic review of the literature in this study should help to establish that 
African American children, especially those that are economically-challenged and 
disenfranchised, can learn as well as or even better than the children of those in power, 
but they must be taught in ways that is culturally responsive and caring.   The systematic 
review (Randolph, 2009) began with researching the topic of African American 
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achievement and culturally relevant pedagogy using online and library engine searches 
to determine the best sources that should be included in the study.  Once I read those 
books and articles, I reviewed the books and articles that were referenced in the work, 
including those sources that were considered seminal work.  Additionally, I read books 
that focused on this topic that are important contributions to understanding the concept 
of cultural responsiveness.  As previously stated, this chapter will be organized in the 
following manner.  The first section will provide an overview of the historical 
perspective of the education of African American children in America and the role it 
plays in the current views of educating children.  Next will be an analysis of the cultural 
perspective of the group and how families and community play a distinctive part in 
African American heritage.  Then, a review of the educational perspective will highlight 
current academic achievement of African American students and culturally responsive 
teaching strategies and suggested materials to approach teaching children of color, 
especially African American students.  Finally, this chapter will review how the students' 
perception of the teacher as culturally responsive can affect their academic achievement.   
Issues Impacting African American Achievement in Reading:  
A Historical Perspective 
Slavery Era 
 Once bound by slavery, African Americans have had a tenuous love affair with 
education and learning.   During slavery, it was illegal for slaves to know how to read or 
to be taught to read by others, but they did everything they could to learn how to read 
(Mitchell, 2008; Williams, 2005).  Eighteenth century laws were passed in Deep South 
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states such as South Carolina and Georgia restricting the teaching of reading and writing 
to African slaves.  Anthony Mitchell (2008), in his article Self-Emancipation and 
Slavery: An Examination of the African American’s Quest for Literacy and Freedom, 
described what life was like for slaves during and immediately after slavery, including 
laws set up to prevent slaves from being educated, and how important reading and 
learning were to the slaves.  These laws were mainly enacted to keep slaves from 
communicating with one another in an attempt towards freedom.   The following 
statement was included in a document in North Carolina regarding slaves learning to 
read or people teaching slaves to read, and still slaves looked for creative ways to learn:  
"Whereas the teaching of slaves to read and write has a tendency to 
excite dissatisfaction in their minds and to produce insurrection and 
rebellion to the manifest injury of the citizens of this state: Therefore 
Be it enacted by the General Assembly of the State of North Carolina, 
and it is hereby enacted by the authority of the same, that any free person 
who shall hereafter teach or attempt to teach any slave within this State 
to read or write, the use of figures excepted, Shall be liable to indictment 
in any court of record in the State having jurisdiction thereof, and upon 
conviction shall at the discretion of the court if a White man or woman be 
fined not less than one hundred dollars nor more than two hundred 
dollars or imprisoned and if a free person of colour shall be whipped at 
the discretion of the court not exceeding thirty nine lashes nor less than 
twenty lashes. 
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Be it further enacted that if any slave shall hereafter teach or attempt to 
teach any other slave to read or write the use of figures excepted, he or 
she may be carried before any justice of the peace and on conviction 
thereof shall be sentenced to receive thirty nine lashes on his or her bare 
back." (Legislative Papers, 1830–31 Session of the General Assembly). 
Even knowing that these laws existed, and were consistent with laws across the 
country, African American slaves saw reading and education as a way to get out of 
slavery and bondage.  Enslaved African Americans attended in secret, schools that were 
set up to help them advance, even though teaching an African American (slave) to read 
was illegal (Franklin and Moss, 2000; Zinn, 2000).  Even so, at the end of slavery, only 
about 5% of the African American slave population had attained the ability to read and 
write (DuBois, 1962).  Slavery also caused African Americans to be physically and 
psychologically controlled through mind games and tricks of the master, including 
personal inferiority because of skin color and facial and bodily features, total reliance 
upon those who claimed to be their masters or other authority figures, and denying 
African Americans the practice of their traditional culture.  These issues still have some 
influence on African Americans today (Anderson, 1988; Mitchell, 2008).   
Reconstruction Era 
 Once the institution of slavery ended, freed African Americans were concerned 
about their education and the education of their children; however, they were also 
confused about their new role in freedom.  During the early days of freedom, the 
Northerners (carpetbaggers) worked to help set up schools for Negros, but when the 
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Southern planters returned to power in 1876, the expansion of schools for African 
American children were ceased.  Additionally, education was so important to these 
newly freed African Americans that many community schools were set up by African 
Americans for their children.  They paid for these schools in addition to being taxed for 
the schools their children could not attend that were for the White children only.   
 The Education of Blacks in the South: 1860-1935, Chapter 5 (Anderson, 1988) 
and Their Highest Potential: An African American School Community in the Segregated 
South.  Ch.  1 (Walker, 1996) provide a view of what schools were like for African 
Americans after slavery.  The oppression of African Americans and other people of 
color by the dominant group, is and was based on the institutional power of Whites in 
this country.  As stated by Robin DiAngelo (2016, p.  62), "Oppression is the result of 
prejudice plus the power to enforce that prejudice throughout the culture.  The prejudice 
becomes embedded in the very fabric of society, in institutions such as the media, 
family, religion, education, language, economics, and criminal justice, and in cultural 
definitions of what is normal, real, correct, beautiful, and valuable.  This results in the 
systematic mistreatment of a targeted group."  
 This oppression is demonstrated in the views that were prevalent in America 
where people of color were considered to be genetically inferior and had lower levels of 
intellectual capacity than Whites, particularly those Whites who came from northwestern 
Europe.  It is also demonstrated by lower expectations, especially for low income 
students of color (the teacher-student gap).  This view of intelligence has historically 
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demonstrated why there is an achievement gap (Noguera, 2012).  This oppression was 
apparent in the early schools and still influences education today. 
Early Schools for African American Children 
The earliest schools for African American children were church schools, which 
met a couple of hours each day (Anderson, 1988; Franking and Moss, 1994, 2000).  
Many of the Negro schools during the time immediately following the Civil War did not 
go beyond the eighth grade.  There was little money for schooling for African American 
children and public school funds were diverted to schools for White children (Anderson, 
1988; Walker, V.S.  1996).  In the South, because money was so needed by their 
families, African American students were expected to work on the sharecrop farms to 
help out the family during harvest time.  Even so, where schools were available, many 
Black families sacrificed the available child labor in exchange for the knowledge that 
their child was getting a much desired education (Anderson, 1988; Walker, 1996).  
Parents were allowing their children to go to school when available, according to 
Anderson (1988) and other historical accounts; therefore, White planters used their 
political influence to "restrict the availability of public schools for Black children." 
 In addition to ensuring that there was limited availability of area schools to 
African Americans, Southerners also: (a) refused to provide transportation for Black 
children; (b) used the funds received from taxes to build and provide upkeep to schools 
for White children, but would not use any of the funding to build Black schools; and (c) 
sent ill-prepared or inexperienced teachers to teach the African American children 
(Anderson, 1988).  My own father shared explicit examples of how he lived this 
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experience during his education in the segregated South.   He told us of how the school 
bus for the White students would turn around in front of his house to take the White 
students to school, but the African American students were not allowed to ride.  He had 
to walk several miles to go to the school set up for the Negro children.  He also talked 
about his eighth grade teacher telling him that he would have to go to another school, 
because she had taught him all that she could, having a seventh grade education herself.    
Early schools for African Americans were dependent on the White-controlled 
state government for funding, many that did not want African Americans to become 
learned, thinking they would confront White authority and desire more than the types of 
jobs Whites felt they should have, such as working in the fields or as a domestic 
(Anderson, 1988; Mitchell, 2008; Walker, 1996).   Black schools; therefore, did not 
receive as much financial support as did White schools.   Black schools had fewer books, 
buildings in poor condition, with teachers being paid at a lower rate than teachers at 
White schools.  African Americans were essentially double taxed, because several of 
them used their own money, land, and other resources (including time) to build schools 
for their children to attend (Anderson, 1988; Franklin & Moss, 1994; Mitchell, 2008).  
Although transportation was provided for the majority of White students, Negro children 
were not allowed to ride their school bus and bus transportation was not provided to 
them (Walker, V.S., 1996), but the students walked, carpooled, and got to school the best 
way they could.  The fact that these individuals were willing to do whatever it took was 
a testament to their desire to improve their state and evidence of their powerlessness 
regarding their oppression.   
 30 
 
Civil Rights Era 
 By the Civil Rights period, the idea of progressive pedagogy was prevalent.  
Progressive pedagogy has its origins from John Dewey, considered the founder of 
progressive education.  John Dewey described progressive education as a way to teach 
students so that what they are learning is linked to what they experience.  During the 
Civil Rights era, Progressive pedagogy was based on a student-centered curriculum and 
was based on what the teachers were able to draw out from the students in terms of 
comprehension and expression of their experiences (Perlstein, 2002).  Minds Stayed on 
Freedom: Politics and Pedagogy in the African-American Freedom Struggle (Perlstein, 
2002), describes how African Americans were focused on "racial exclusion and 
oppression" and had great hope that progressive pedagogy would be the saving grace for 
African Americans.  Segregation was also an impetus to create the "Freedom Schools." 
A slight variation of the progressive pedagogy, The Freedom Schools were designed to 
start where the students were, using examples of their everyday lives and experiences 
that allowed students to "build up to a more realistic view of the American society." The 
Freedom Schools were a part of a nationwide effort during the Civil Rights Movement to 
organize African Americans to achieve an equal footing socially, politically, and 
economically in the United States.  Perlstein (2002) also described the pedagogical shift 
in the late 1960's to a more teacher-centered, traditional, and direct instruction focus, 
supported by the Black Panthers, when it was determined that students were learning 
less using the progressive teaching methods.  Eventually, their thinking moved back 
towards the progressive thinking in order to teach the children "how to think" and not 
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"what to think." The Perlstein article articulates how politics played a strong role in the 
educational programs of African American children during the Civil Rights era.   
 Another viewpoint, provided in the Willie and Sanford (1991) article, Martin 
Luther King Jr., the Civil Rights Movement, and Educational Reform describes how 
influential the Civil Rights movement was under the guidance of Dr.  King.  This 
movement was responsible for educational policy development through peaceful means 
in which African Americans took the initiative to ensure change.  It was noted that 
during the Civil Rights era, more African Americans and other minorities participated in 
the educational process, there was an increase in the graduation rate for African 
Americans, and more African Americans were going to college than ever before, 
including those enrolled in professional and graduate schools.  This article also 
demonstrated the effectiveness of the oppressed being the ones that must make the 
change because they are most impacted by the change.  Those who are the oppressors 
have less at stake and less interest in the success of the change.   
 During the Civil Rights era, several constitutional and legal issues were 
addressed.  Brown vs.  Board of Education (1955) overturned Plessy vs.  Ferguson 
(1896) and declared that separate public schools for Black and White students were 
unconstitutional.  Although this was a personal victory during the Civil Rights 
movement, Brown was not effectively carried out because those who were responsible 
for carrying out the ruling were school authorities, who were usually White.  They had 
no real interest in initiating this change.  As a result, there was no real change until the 
Civil Rights Act of 1964 (Franklin and Moss, 1994; Willie & Stanford, 1991).  Shortly 
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afterwards came the Elementary and Secondary Education Act of 1965 which provided 
support for children of low-income families, many of them Black.   
Additional legislation was instituted during this time, including: (a) Economic 
Opportunity Act (1964), which provided college work study programs for students from 
low income families; (b) Health Professionals Educational Assistance Programs (1965), 
which authorized scholarships to low income students in health professions; and (c) 
Higher Education Act (1965), which provided student loans and graduate teacher 
training fellowships.  The GI Bill (1944), created before the time frame most closely 
associated with the Civil Rights period, was a U.S.  federal government-created 
legislation which included a comprehensive package of benefits, particularly financial 
assistance for entering higher education, including grants for school and college tuition, 
for veterans of U.S.  military service of any class, race, or religion that was beneficial to 
many African Americans.   
 The time period between 1965 and 1975 was the most effective period for the 
educational attainment for minorities in the United States.  During this time, Dr.  King 
and others led African Americans to peacefully address the societal ills of the time.  It 
was also noted that there were fewer changes during later years when there was less 
pressure by African American and other groups of color for change.  Even so, more 
positive educational changes occurred during this time for people of color than ever 
before.  So much so that those in power, who also operated and owned the media, began 
propaganda campaigns with the message that the educational system was mediocre and 
in a state of decline (Willie & Stanford, 1991).  Racial uplift, demonstrated during this 
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period, has been attributed to the educational success of African Americans as well.  
Racial uplift is the idea instilled in youth that the reason to do well in school is so that 
they can be a benefit the community (Hanley & Noblit, 2009).   Racial uplift was clearly 
tied to student achievement and was most successful in settings that built on students' 
culture and promoted their racial identities (Hanley & Noblit, 2009; Walker, 1996;).  It 
was seen as a way to instill purpose and direction (Perry, 2003). 
Willie and Sanford (1991) reiterated that those in power want to stay in power, 
and they tend to use the educational system to maintain their social standing, while those 
with no power tend to use the educational system to change or improve their social 
standing.  Those in power described the system as failing when it began to benefit all.  In 
1987, Christine Sleeter's seminal work identified why those in power do not want 
students of color to excel.  She describes the strategies put in place to continue to keep 
White students at the top of the educational chain.  These strategies include the 
disproportionate number of African American students in special education classes, large 
percentages of African Americans being incarcerated, as well as low numbers of African 
American and other students in color in gifted and talented (G/T) programs, as well as, 
the implementation of tracking programs which included high percentages of students of 
color and low income students (Blankstein &Noguera, 2015; Losen & Orfield, 2002).    
Current Era 
 This historical perspective has greatly affected the students of African American 
heritage, especially males, in several ways.  First of all, even though there were great 
strides made during the Civil Rights era, the oppression, backsliding, and differences 
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made since then have caused huge changes in the attitudes, behaviors, and achievement 
of African Americans.  In this instance, backsliding has been described as schools going 
back to the segregated way of operating through separated and differential treatment 
towards African Americans.  The attitudes, behaviors, and achievement of African 
American students have been directly tied to their perception of high academic 
achievement as something that White people do and label high achieving African 
Americans as sell-outs or acting White (Fordham, 1999; Hanley & Noblit, 2009; 
Sankofa, et.  al, 2005).  When these students are unsuccessful in school, they many times 
develop negatives ideas of school, especially if the attitude of the teacher validates how 
they feel about school (Sankofa, et.  al, 2005).   
 Jaynes and Williams (1989) in their book, A Common Destiny: Blacks and 
American Society, regarding a report provided by the Committee on the Status of Black 
Americans, discussed how prevalent and widespread it is to separate and treat differently 
African Americans, especially in elementary schools and schools of higher learning.  
Secondly, culture has not been addressed historically other than for a brief time during 
the progressive civil rights period of the early 1960s.  Third, because those in power 
want to stay in power, they, therefore, will not make focused efforts to improve the 
plight of African Americans.  There is not the same sense of urgency created during the 
Civil Rights era for peaceful change where African Americans took the initiative to 
change their own circumstance and did not wait for Whites to create equitable 
educational and human rights solutions for them.   Finally, racial uplift is no longer a 
part of the education process for African American youth. 
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Issues Impacting African American Achievement in Reading 
Academic Achievement of African American Students 
In reviewing data regarding the academic achievement of students, African 
American students are lagging behind Whites and other students by large measures.  In 
Texas, according to the 2014-2015 Texas Academic Performance Report (TAPR) of the 
Texas Education Agency (TEA), African American students lagged behind every other 
ethnic group in Texas in every area on the state assessment.  In a large urban school 
district in Texas, the gap between Anglo and/or Asian American students and African 
American students on the state assessment shows a need to close and eventually 
eliminate the gap.  There has to be a true desire for change.  Pedro Noguera (2007) 
states, “This is why it is ultimately the beliefs of the educators that determines whether 
or not gaps in achievement close and all children learn.  Whenever the educators refuse 
to blame others for low achievement or to make excuses for student failure but instead 
accept responsibility for their role, children benefit.  Children know when they are taught 
by adults who care about them and who believe in them.  They typically respond by 
displaying the qualities that are so essential to school success -- self-motivation, self-
discipline and resilience.” 
Table 1 below demonstrates the depth of the gap in reading, not only for the 
current year, but for a previous testing year using the same test.  The data show that there 
has been no positive change in the gap between African American students and the 
highest performing group.  The data also show that in some cases, the gap has widened.  
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In every case in this district, African American students scored lower than every other 
ethnic group in the district.   
Table 1  
Percentage of Gaps in Reading by Ethnicity on the State Assessment 
Large Urban LEA  
Test Area Subgroup 
SY 2012-
13 
Gap % 
Points 
SY 2014-
15 
Gap % 
Points 
Reading State Test 
(STAAR), Grade 3 
African American 66% 25.0% 60% 33% 
Anglo American 91%  91% 2% 
Asian American 88% 3.0% 93%  
Hispanic American 73% 18.0% 72% 21% 
Reading State Test 
(STAAR), Grade 4 
African American 56% 32.0% 55% 39.0% 
Anglo American 88%  91% 3% 
Asian American 87% 1.0% 94%  
Hispanic American 63% 25.0% 62% 32% 
Reading State Test 
(STAAR), Grade 5 
African American 67% 24.0% 74% 23% 
Anglo American 91%  95% 2% 
Asian American 87% 4.0% 97%  
Hispanic American 68% 23.0% 78% 19% 
Reading State Test 
(STAAR), Grade 6 
African American 62% 26.0% 59% 34% 
Anglo American 88%  92% 1% 
Asian American 87% 1.0% 93%  
Hispanic American 60% 28.0% 64% 29% 
Reading State Test 
(STAAR), Grade 7 
African American 71% 20.0% 61% 30% 
Anglo American 91%  91%  
Asian American 90% 1.0% 88% 3% 
Hispanic American 68% 23.0% 68% 23% 
Reading State Test 
(STAAR), Grade 8 
African American 74% 20.0% 77% 19% 
Anglo American 94%  96%  
Asian American 86% 11.0% 91% 5% 
Hispanic American 76% 18.0% 80% 11% 
Reading English 
(I) State Test End 
of Course (EOC) 
exam, Grade 9 
African American 54% 32.0% 54% 29% 
Anglo American 86%  83%  
Asian American 76% 10.0% 82% 1% 
Hispanic American 56% 30.0% 58% 25% 
Source: Texas Education Agency (TEA), AEIS 2013; TEA TAPR, 2015 
Percentage of students by ethnic group who passed the STAAR test and the gap for the 
students compared to the highest performing ethnic group – Anglo and/or Asian 
American  
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 As the data show, in 2015 the gap between African American and White student 
achievement in reading was at its widest point in 4th grade and the EOC metric in ninth 
grade at 39 percentage points.  Additionally, African American students scored lower 
than every ethnic group on almost all grade levels in the district.  Hispanics scored lower 
at two grades levels, 6th and 7th in 2012-13, but surpassed African American students 
on all tests on the 2014-15 STAAR assessment.   
 In the data below, African American and Hispanic students did not meet standard 
in reading, while White and Asian students did.  Additionally, African American 
students were the only group that did not meet standard in math.  Met standard is used 
by the state to assess how well students are doing on assessments in reading, math, and 
one other measure, usually attendance or graduation rates (TEA, 2013).   Currently, TEA 
uses the designation of Improvement Required (IR) to show a need for improvement at 
the school and district level.   
Table 2  
Met Standard 2015 Accountability System 
Met Standard 
Indicator 
All Students African 
American 
Hispanic White Asian 
Reading/ELA Yes No No Yes Yes 
Math Yes No Yes Yes Yes 
Graduation 81.6% 79.2% 80.6% 91.7% 88.3% 
Attendance 95.7% 94.5% 96% 96.3% 97.7% 
Dropout 3.1% 3.9% 3.0% 1.7% 1% 
Source: TEA: Texas Academic Performance Report (TAPR) 2014 - 2015  
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 Nationally, the numbers are not any better.  Alan Vanneman, et.  al.  (2009) 
completed a study through the National Center for Education Statistics (NCES) that 
analyzed the gaps and trends of students' educational achievement, with a particular 
focus on African American and White students.  The study, entitled Achievement Gaps: 
How Black and White Students in Public Schools Perform in Mathematics and Reading 
on the National Assessment of Educational Progress, revealed that most recently, 
although the African American/White achievement gap is closing, African Americans 
are still behind.  The study used data from 2007, but indicated that 4th grade African 
American students were 26 points behind and 8th grade African American students were 
31 points behind White students in math.  The gaps in reading were 24 points for grade 4 
and 26 points at 8th grade between African American and White students.  The report 
continued to review scores by state, gender, and socio-economic status.  This report was 
significant in that it helped guide policy.   
African American Students in Special Education and Special Programs 
 Attributed to cultural misunderstanding has been the large percentage of African 
American students placed in special education.  Donna Ford (2012) in her article entitled, 
Culturally Different Students in Special Education: Looking Backward to Move Forward, 
looks at the demographics in schools, especially in the area of special education and notes 
that African American, Hispanic, and English Language Learners (ELL) students 
(referred to as racially, ethnically, and linguistically different - RELD students) are 
overrepresented in special education classes.  Dr.  Ford also analyzed gifted and talented 
(G/T) programs in this large urban school district and determined that African American 
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students were grossly underrepresented in the G/T program.  She surmised that this may 
be caused by cultural misunderstandings.  Since the majority of teachers are increasingly 
White and female, cultural differences, especially related to "values, beliefs, attitudes, 
customs, and traditions" give way to low expectations, misunderstandings, deficit 
thinking , and cultural clashes.  In "Are schools ready for Joshua? Dimensions of African 
American culture among students identified as having behavioral/emotional disorders, 
Dr.  Webb-Johnson (2010) highlights the fact that African American students are 
overrepresented in special education classes, especially labeled with behavior/emotional 
disorders than any other ethnic group.  Her research showed how students in 
behavior/emotional disorder classes, demonstrated the dimensions of African American 
culture, and used coping strategies to stay in the class, but were not academically engaged 
in the lessons because the teachers were unable to reach them 
Currently, the Individuals with Disabilities Education Act (IDEA) mandates that 
states identify students by race, ethnicity, and disability, as well as disaggregate the data 
to identify the proportion of students by race and ethnicity that were suspended and 
expelled.  Most importantly, the IDEA identifies the disproportionality and 
overrepresentation of racial and ethnic groups placed in special education (IDEA, 2004).  
Disproportionality has to do with the overrepresentation of students in special education 
or any deficit area as compared to the percentage of students enrolled in school at the 
time (Blanchett, 2006).  Overwhelmingly, African American students, especially males, 
have been disproportionately identified and overrepresented in special education classes 
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(Codrington & Fairchild, 2012; Ford, 2012; Noguera, 2002; Oswald, Coutinho, & Best, 
2002; Parrish, 2002).   
The state of Texas has created a methodology for calculating disproportionality 
to the federal government that allows some school districts with smaller enrollments to 
be exempt from reporting their data (TEA, 2013).  The most recent data reported to the 
federal government from the Texas Education Agency (TEA) regarding the percentage 
of students in special education classes identify African American students with 
disabilities as 17.1%, but the African American enrollment was 12.9% of the state's 
population (TEA, Texas 2012).  As shown in Table 3 below, other races were 
proportionately represented relative to their state enrollment, whereas African American 
students were overrepresented. 
Table 3  
Percentage of Students Placed in Special Education by Ethnicity 
Disability 
Category 
Hisp
. 
Afr.  
Amer. 
Whit
e 
Asian Amer.   
Indian 
Pacific  
Islande
r  
Two 
or  
more  
All Races/  
Ethnicity 
% All 
students 
49.3 12.9 32.1 3.5 0.5 0.1 1.6 100 
% All 
disabilities 
47.7 17.1 31.4 1.5 0.5 0.1 1.6 100 
Source: http://www.ideadata.org; http://nces.ed.gov/ccd/elsi/; Ed.gov: Texas (2012)  
  
 One of the main strategies listed by TEA to address disproportionality of African 
American students in special education includes the "implementation of research-based 
approaches within culturally-responsive educational systems" (TEA, Region 1).  Other 
strategies include:  (a) culturally responsive teaching, (b) parent involvement; (c) 
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response to intervention; (d) systems of support teams; (e) positive behavior supports; (f) 
appropriate referrals; and (g) appropriate decision making by the multidisciplinary team. 
 In this same large school district in 2015, African American students comprised 
39% of students in the special education program labeled with an intellectual disability 
and yet they are less than 25% of the student population.  Additionally, the percent of 
African American students identified with emotional disturbance was 53% in 2015; 
although it was decreased from 57% in 2010 (District Research and Accountability 
report, 2015).  From 2010–2015, a higher percentage of African American students with 
disabilities were placed in a resource or self-contained instructional setting compared to 
their Hispanic and White peers.  Table 4 below shows how the disproportionality within 
the district is startling and must be corrected through training and professional 
development for teachers and leaders.   
Table 4  
Percentages of Students by Demographic Group in Special Education by Type 
Students 
by 
Ethnicity 
District 
Enrollment 
Students 
with 
Disabilities 
Learning 
Disability 
Emotional 
Disturbance 
Intellectual 
Disability 
Autism 
African 
American 
24.9% 33.1% 43.1% 53% 39% 8.3% 
Asian 
American 
3.7% 1.2% * 0% 1% * 
European 
American 
8.2% 7.4% 18.9% 11% 5% 17% 
Hispanic 
American 
62.1% 57% 44.4% 34% 54% 9.7% 
Other 1.1% 1.3% * 2% 1% * 
Source: District and School Profiles 2014-15; Special Education Program: Identification, 
Placement, and Assessment Report, 2014-2015.  *Other includes Asian, other ethnic groups, and 
two or more races.  The numbers were too small and were masked or included in the larger 
group. 
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 The difference between a learning disability and an intellectual disability is that 
an intellectual disability, most recently called mental retardation, is defined as having a 
significantly sub-average intellectual functioning, usually two standard deviations below 
the mean (i.e.  having an I.Q.  of 70 or below), which usually affects both intellectual 
functioning and in adaptive behavior (aaidd, 2013).  A learning disability has been 
defined as " specific kinds of learning problems that cause a person to have difficulty 
acquiring certain skills," "is used to describe the seeming unexplained and unexpected 
difficulty a person has in acquiring basic academic skills," or " is a disorder in one or 
more of the basic cognitive abilities involved in understanding or using spoken or 
written language." These statements were made by "experts" through PBS.org regarding 
what these disabilities are (pbs.org).   
  It is interesting to note the disproportionality in special education.  Although the 
District has reduced the percentage of students in special education overall to 7.5%, the 
District has been cited by TEA as "Needs Assistance" because of the percentage of 
African American students in every major category by type in special education except 
for autism or other specific needs that are identified medically.  The items listed in Table 
4 above could be subjective, because the students are placed in these categories based on 
the recommendation of the teacher, counselor, or principal.  Another area within the 
district that has been cited has been the Gifted and Talented (G/T) program.  Dr.  Donna 
Ford came to the District in June 2015 to speak to the board and superintendent about 
the disproportionality of the students in the G/T programs.   
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 According to Ford and the data, there is a strong need to increase the percentage 
of African American students in G/T.  In Table 5 below, the percentages identified the 
percentages of the students who are enrolled in and are served by the Gifted Education 
Program in the district.  Currently, 7.7 % of the G/T program includes African American 
students; whereas 24.9% of the district's enrollment is African American.  
Approximately 62% of the district is comprised of Hispanic American students, but they 
only make up 15% of G/T student enrollment.  In contrast, 8.2% of the district's 
enrollment is European American or White, but 36% of the students enrolled in G/T are 
White.   
Table 5  
Students in G/T in Current School District 
Students by Ethnicity District Enrollment Students Enrolled in G/T 
African American 24.9% 7.7% 
Asian American 3.7% 45.2% 
European American 8.2% 36.0% 
Hispanic American 62.1% 15.4% 
American Indian 0.2% 14.8% 
Other 0.9% 35.9% 
Source: Power point - Examination of School District 2013 - 2014 Gifted Education 
Data - Dr.  Donna Ford; District and School Profiles 2014-15 
 
  
 According to Ford, using the 20% rule for African American [Percentage of 
Black students in the district (P) x 20% = B]: Equity goal (E) = P - B and Hispanic 
students [Percentage of Hispanic students in the district (P) x 20% = H]: Equity goal (E) 
= P - H, will cause greater equity within the country.  An example of the equity rule for 
one of the groups would be as follows: If the percentage of African American students in 
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the district is 26%, the calculation would be: 26% x 20% = 5.2%.  Equity rule = 26% - 
5.2% = 20.8%.  Based on the equity rule and the percentages of students by ethnicity 
enrolled in G/T, it demonstrated that there was a disproportionality toward African 
American and Hispanic students, with both being underrepresented in G/T.   
African American Student Discipline 
 In addition to the lack of cultural responsiveness contributing to the 
overrepresentation of African American students in special education classes, higher 
percentages of African American students receive discipline referrals and harsher 
treatments (Appleseed, 2007; Cole, 2008; Irvine, 1990; Noguera, 2012).  Milner (2012) 
highlighted how students may react to or behave in a certain way in difficult situations 
which may be foreign to the teacher.  Milner stated that the teacher may react negatively 
to the student's behavior because he or she may not understand why the student is 
behaving as he or she is.  Depending on the situation, the way the student perceives the 
teacher is treating him or her, and how the student has learned to handle difficulties at 
home may explain how the student behaves in class (Webb-Johnson, 2010).  Table 6 
below highlights the student discipline percentages in a large urban school district in 
Texas.  The percentage of African American students cited for disciplinary infractions is 
disproportionately higher than White students as compared to the enrollment.  In the first 
section of Table 6, the percentage of African American students enrolled is 25.8%, but 
50% of the infractions that resulted in out-of-school suspensions were given to African 
American students; White students represent 8% of the enrollment and 1% of out-of-
school suspensions.  Other discipline measures listed below show similar patterns. 
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Table 6  
Number and Percentage of Students Impacted by Discipline Issues  
Disciplinary Issues 
Out-of-School Suspensions 
Student populations Number of 
Students Impacted 
Percentage of 
Infractions 
Percentage of 
Enrollment 
African American 18,204 50% 25.8% 
Anglo American 1,092 1% 8.0% 
Asian American 147 1% 3.3% 
Hispanic American 16,897 46% 61.8% 
In-School Suspensions 
Student populations Number of Students 
Impacted 
Percentage of 
Infractions 
Percentage of 
Enrollment 
African American 16,208 32% 25.8% 
Anglo American 1,393 1% 8.0% 
Asian American 331 1% 3.3% 
Hispanic American 32,691 64% 61.8% 
DAEP Placements 
Student populations Number of Students 
Impacted 
Percentage  Percentage of 
Enrollment 
African American 1,434 43% 25.8% 
Anglo American 87 1% 8.0% 
Asian American N/A 0% 3.3% 
Hispanic American 1,818 54% 61.8% 
4,836 HISD Referrals to Harris County Juvenile Probation Department 
Student populations Number of Students 
Impacted 
Percentage of 
Referrals 
Percentage of 
Enrollment 
African American 2,498 52% 24.9% 
Anglo American 706 15% 8.2% 
Asian American 27 >1% 3.6% 
Hispanic American 1,605 33% 62.1% 
Source: TEA, District Level Annual Discipline Summary, PEIMS Discipline Data for 
2011-2012.  Harris County Juvenile Probation Department (HCJPD), 2014.  Counts of 
less than 5 and greater than 0 are masked with the value "N/A" to comply with FERPA. 
  
 When the teacher does not know how to handle or redirect the student's behavior, 
the student may be sent to the office (Cole, 2008; Monroe & Obidah, 2004; Obidah & 
Teel, 2001).  When the student has to go to the office to see the disciplinary authority, 
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the teacher continues to teach the rest of the class, the student misses instruction, and the 
gap widens. 
Cultural Characteristics or Dimensions of the African American Learner 
 What does the literature say about the importance of understanding cultural 
differences regarding children of color? When teachers understand African American 
culture, they can become more culturally responsive and meet the needs of African 
American students (Cole, 2008; Gay, 2010; Ladson-Billings, 1995, 2009).  Boykin 
(1983) and Ford (2012), along with Shade, Kelly & Oberg (1997), Creating Culturally 
Sensitive Classrooms, detailed nine learning characteristics of African American 
students.  These are (a) spirituality - a belief in a higher power; (b) harmony - tied into 
respecting surroundings; (c) affect - emotional expressiveness; (d) communalism - as 
social beings; (e) movement - preference toward active learning; (f) verve - easily bored 
with routine; (g) expressive individualism - having a unique style; (h) orality - oral or 
verbal; likes to talk; and (i) social time orientation - focus on events rather than time.   
 Likewise, other researchers have tied the beliefs and practices of African 
American culture to African culture (Hanley and Noblit, 2009).  This culture is based 
around: (a) spirituality - based on the belief that all elements of the universe are of one 
substance, or spirit; (b) resilience - the conscious need to bounce back from 
disappointment and disaster and to have tools of humor and joy to renew life’s energy; 
(c) humanism - describes the African view that the whole world is vitalistic, or alive, and 
that this vitality is grounded in a sense of goodness; (d) communalism - denotes 
awareness of the interdependence of people.  One acts in accordance with the notion that 
 47 
 
the duty to one’s family and social group is more important than individual privileges 
and rights.  (e) orality and verbal expressiveness - refer to the special importance 
attached to knowledge that is passed on through word of mouth and the cultivation of 
oral virtuosity; (f) personal style and ubiqueness -  refer to the cultivation of a unique or 
distinctive personality or essence and putting one’s own brand on activity — a concern 
with style more than being correct or efficient.  It implies approaching life as if it were 
an artistic endeavor; (g) realness -refers to the need to face life the way it is without 
pretense; (h) emotional vitality - expresses a sense of aliveness, animation and openness 
conveyed in the language, oral literature, song, dance, body language, folk poetry, and 
expressive thought; and (i) musicality and rhythm - demonstrates the connectedness of 
movement, music, dance, percussiveness and rhythm, personified through the musical 
beat (p.  26).  These are in comparison to the cultural characteristics of Whites where 
individualism, uniqueness, and universalism are cherished (DiAngelo, 2016). 
 Many times, if educators are unaware of cultural differences, they may feel that 
the student is slow or needs additional supports through special education.  For example, 
the characteristic of movement could be misinterpreted to mean hyperactive and the 
orality characteristic may come across as argumentative or rude.  Gloria Ladson-Billings 
in her article Toward a Theory of Culturally Relevant Pedagogy (1995) suggested that 
educational practices should match the children's culture.  She does not support going as 
far as the Ebonics episode in American educational history, but does suggest that 
teachers must care about their students and their welfare, do what is right for students, 
and be able to help them incorporate and understand the importance of education in their 
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daily lives.  She described the teachers as being a part of the community, whether they 
lived there or not, where they made a conscientious decision to do something in the 
community to prove they felt it was a worthwhile place to be.  She also states that the 
classrooms of culturally responsive teachers were collaborative rather than competitive 
and teachers should use scaffolding to facilitate learning (Ladson-Billings, 1995; 2009).   
 It is important for instructional leaders to understand the necessity of creating 
culturally responsive classrooms in culturally responsive schools.  No longer can the 
plight of these students of color be ignored.  It is well documented that the student 
population will soon be more students of color than White students (NCES, 2015; 
Huffington Post).  In the next ten to twenty years, these students will be the new 
leadership in America.  At the rate and quality that we are educating students of color, 
who will lead us? 
Parent and Community Connections 
 Bridges, Awakoya, and Messano (2012) completed a study for the United Negro 
College Fund (UNCF) entitled Done to Us, Not With Us: African American Parent 
Perceptions of K-12 Education, and discussed what parents think of the educational 
system.  It has been noted that parental involvement is extremely important to 
facilitating student success and achievement.  What do parents of African American 
students see as their role in the process, especially for low income students? The 
following key findings were noted: (a) parents felt it was very important for their 
children to attend and graduate from college; (b) parents felt they did not have access to 
reliable information regarding their child's education; (c) parents want school choice, but 
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felt that having to send their child to a school outside of the community presented a 
challenge; (d) parents did not react positively to the term "school reform" and many of 
them did not have consensus on what was meant by the term; and (e) parents felt they 
had a "degree of personal power" at their child's school, but felt they had no power 
within the school system as a whole.  The article went on to say that more African 
American parents, organizations, and community leaders need to get involved in 
education in order to see change.  The church and parents themselves were seen as the 
most influential and trustworthy sources of supporting parents in the education system.  
This information is important, because the educators need to understand the importance 
of the family and spirituality in the culture of the African American community. 
 Spirituality, identified as one of the primary characteristics or dimensions in the 
African American culture, is one of the most predominant features that guides the 
collective group of many who identify as African American.  Although spirituality may 
lead one to think of the church culture, although that is part of it, spirituality is much 
more than that.  It intertwines itself into the nine characteristics previously described that 
make up the African American culture (Boykin, 1983).  Additionally, other cultures, 
many that came to America to realize the American dream, have continued to hold on to 
their culture, but according to Ford, because African Americans came to America in 
chains and were distanced from their African roots, they are considered "acultural." 
African Americans do not have a real connection to Africa; whereas, Hispanics, Asians, 
and Native Americans have a culture that is noted and discussed (CNPAAEMI, 2009).  
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Many times, a "colorblind philosophy" is applied to African Americans, especially by 
teachers who state they do not see color (Tatum, 1997).   
Culturally Responsive Classrooms and Schools 
 Michael Dantley (2005) in his article entitled, African American Spirituality and 
Cornel West's Notions of Prophetic Pragmatism: Restructuring Educational Leadership 
in American Urban Schools, highlighted the purpose of schools that serve majority 
African American students to be a place where learning is aligned to the solving of 
problems and situations, and learning has a purpose that goes beyond teaching to the test 
in order for the students to pass state proficiency examinations.  Dantley (2005) in 
agreement with Cornel West stated that classrooms should "encourage discourse, 
problem-based projects, and critical pedagogical practice" (Dantley, 2005, p.  659), and 
that students should see how what they are learning fits into the broader meaning of 
community and how they can collaboratively meet community needs and bring about 
societal change and reform, which is closely tied to racial uplift.  Linda Darling-
Hammond (1997), in her book, The Right to Learn: A Blueprint for Creating Schools 
That Work, concurred that schools should be strongly connected to families and 
communities in order to increase the academic achievement of students.  She went on to 
explain that in order to create schools that work, learning opportunities must be created 
that allow students to work in ways that sustain their need for belonging and 
relationships, while giving them a sense of independence (two of the nine characteristics 
listed as being part of the culture of African American children).  She felt that the 
 51 
 
curriculum should be used in a manner that allows students to interact socially and show 
initiative in multiple ways.   
This message is continued through the work of the Association for Supervision 
and Cultural Development (ASCD).  Their book, Educating Everybody's Children, 
details a long list of strategies, which if implemented well, will lead to high student 
academic achievement.  Some of these strategies include: modeling behavior, 
implementing hands on problem-based learning, using interdisciplinary teaching, and 
including technology as a strategy (Cole, 2008).   
 In order to advance the academic success of the students in the school, it is 
incumbent upon the principal, as the instructional leader of the school, to ensure that the 
proper evidence-based pedagogical strategies are used to increase the academic 
achievement of all students, including students of color.  For example, developing 
teachers' skill base in the use of project-based learning, scaffolding, and differentiated 
instruction is invaluable to African American students because these strategies can allow 
for almost all of the cultural values from the African American culture to be infused in 
what is being taught.   
Effective Strategies for Increasing African American Student Achievement 
Project Based Learning (PBL) is a teaching method that allows students, to gain 
knowledge and skills usually in collaborative teams for an extended period of time, to 
research and report on engaging and complex questions, problems, or challenges.  
Project-based learning allows for personalization of the learning environment and 
engagement for students from different cultures.  Effective PBL should focus on rigor, 
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aligned to college- and career-ready standards.  Studies have shown that rigor improves 
student achievement (Gray, 2008).  There are several critical components of PBL that 
should be incorporated into the strategy in order to ensure effectiveness (Larmer et al, 
2015) that are directly tied to cultural values of African Americans.  These components 
are: (a) Key Knowledge, Understanding, and Success Skills - focused on student 
learning goals, standards-based content, and skills such as critical thinking/problem 
solving, collaboration, and self-management (spirituality); (b) Challenging Problem or 
Question - engaging problem to solve or a question to answer, at the appropriate level 
(verve); (c) Sustained Inquiry - rigorous, extended opportunity to ask questions, find 
answers, and apply what was learned (movement); (d) Authenticity - Allows real-world 
activities that are of interest to the students (expressive individualism); (e) Student Voice 
& Choice - Students have a say about the project they chose and how they create the 
final product (harmony, affect); (f) Reflection - Students and teachers reflect on what 
they learned and the effectiveness and quality of the project, including challenges and 
how to overcome them (affect); (g) Critique & Revision - Students give, receive, and use 
feedback to improve their product (orality); (h) Public Product - Students report on their 
findings by explaining, displaying and/or presenting it to people outside of the classroom 
(orality; expressive individualism); and (i) 21st Century Skills - Allows the use of 
technology and collaboration with peers (communalism, verve, social time orientation).  
Project-based learning allows students to have an opportunity to apply, deepen, and 
extend learning, as well as develop 21st century skills that will make them college and 
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career ready.  These components are closely tied to the dimensions of African American 
culture.   
 This strategy is appropriate for faculty because it is extremely effective in 
reaching African American students, although many teachers do not understand the best 
way to approach teaching this way.  Teachers should understand how to draw the best, 
most rigorous work out of the students as well as ensure that all students are contributing 
to the project; therefore professional development and training are necessary. 
 Scaffolding is another evidence-based pedagogical strategy that should be used to 
increase the academic achievement of all students, including students of color.  
Sometimes called building bridges, scaffolding helps students to improve because it 
meets them where they are (Ladson-Billings, 2009).  Scaffolding is important for these 
students of color because it allows them to feel successful in what they currently know 
and helps the students build connections to new information.  Scaffolding can help build 
confidence in the students as they are learning new material.  Gay (2010) argues that 
teachers of students of color need to understand the students, what they know, and how 
they learn.  Once the teacher understands the learning styles of the student, he/she will 
be better able to reach them and improve achievement.   
Matching the teaching style with the diverse learning styles, referred to as 
"cultural congruence" (Gay, p.  174) is an important component of scaffolding.  It is 
important to note that scaffolding in education, like scaffolding in construction is needed 
while the student is being introduced to new information.  Once the student masters the 
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information, the supports used to help the student get to that point are removed.  The 
purpose of scaffolding is to eventually create independent learners (Larkin, 2002).   
There are several reasons why scaffolding is effective for all students, but 
especially students of color.  These include: (a) students learn information easier when it 
is connected to what they already know; (b) students retain the new information learned 
longer when it is connected to a familiar frame of reference; (c) student engagement and 
mastery increases because the new information feels less new when it is connected to 
something the student already knows and is less intimidating; and (d) teachers are forced 
to understand how their students learn (Gay, 2010; Howard & Terry, 2011; Ladson-
Billings, 1995). 
 Other examples of what constitutes scaffolding include modeling, thinking aloud, 
and students helping each other.  Additionally, scaffolding supports include graphic 
organizers, templates, and guides (Larkin, 2002).  It is important for teachers to be 
properly trained in how to incorporate scaffolding as a teaching strategy because, 
although it is a great benefit to children, if used improperly, it can be difficult to do.  
Teachers have to be cognizant of the students' uniqueness and educational needs.  The 
teacher must be prepared to incorporate different scaffolding strategies in the classroom; 
therefore, it can be time consuming.  Teachers also must be extremely knowledgeable of 
the curriculum in order for scaffolding to greatly benefit the students, so professional 
development in the subject that they teach is also critical and goes hand in hand with 
scaffolding.   
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 Differentiated Instruction.  The final evidence-based pedagogical strategy 
discussed here that should be used to increase the academic achievement of all students, 
especially students of color is differentiated instruction, which supports personalized 
learning.  This method is effective because it allows students to learn based on their 
readiness level, interests, and preferred way of learning (Littky, 2015).  As with 
scaffolding, teachers must understand who the students are, what they know, and how 
they learn.  Differentiated instruction, key word being instruction, means that the 
teachers must be well versed in the curriculum and have a clear understanding of the 
course and different strategies needed to help students achieve to their maximum ability; 
therefore, professional development in the teacher's subject matter is also an important 
component to professional development in the effective use of differentiated instruction.  
Teachers who differentiate instruction know that students are different.  Students come 
to their teachers with different knowledge, experiences, and interests, different levels of 
readiness, different languages and culture, and they learn differently (Gay, 2000, 2010).  
If properly used, differentiated instruction can support the values of the African 
American culture in that it can support verve, expressive individualism, and harmony.    
Ethic of Care 
A very critical part to all of these components is the ethic of care.  Though this 
ethic cannot be taught, per se, it can be explained.  Teachers who want to make a 
difference in the lives of students will demonstrate the characteristics of caring to the 
students.  Additionally, caring does not mean lowering standards or allowing students to 
do less, it actually means ensuring that the rigor is there and that students have an 
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opportunity to learn where they are, and be treated as competent beings (Delpit, 1995, 
2006; Gay, 2009; Ladson-Billings, 2010). 
 Research continues to speak of caring as being one of the most compelling 
aspects of student achievement for African American students (Gay, 2010; Howard & 
Terry, 2011; Ladson-Billings, 2009). As a culturally responsive leader, it would be 
imperative for teachers to use these strategies to ensure success for their students.  These 
scientifically research-based strategies, proven to work with students of color, especially 
African American students, should be used if there is any intent to improve the lives of 
African Americans.  They have been proven to work.  The only excuse for not using 
strategies that work for these students is because they do not care enough to make a 
difference; therefore, school leaders must ensure that teachers demonstrate caring 
towards their students. 
Other Issues Impacting African American Achievement in Reading 
Inequities in Education - Economic Factors 
 Gloria Ladson-Billings (2006; 2009) addressed the significance of the 
achievement gap in U.S. schools.  She questions why, if research continues to show that 
there are gaps, as attested to by the studies of the NCES and others, are factors such as 
race and class still indicators of achievement? Her research contends that if the 
"education debt" is dealt with, the achievement gap will close.  She also provides 
evidence that not only Black children, but Native American and Hispanic children 
should also be included in the education debt as they have also been deprived of basic 
rights and privileges by those in power.  Historically, these groups have been deprived, 
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and in looking at more recent trends, the funding allocated for majority White 
communities exceeds that in poor and communities of color often times by twice the 
amount and schools are becoming increasingly desegregated (Kozol, 2005).  Ladson-
Billings addresses the debt from different points of view, from the historical debt to the 
moral debt, and emphasizes why this debt must be addressed.  She contends that schools 
must be desegregated and equitably funded so that the achievement gap can be closed.  
The educational debt is included here because it is tied to the student's self-worth and the 
value that institutions continue to demonstrate to African American youth in America.  
Not only are the oldest school buildings many times found in the African American 
communities, but the more affluent, traditionally White parents, can afford to 
supplement the education that their child is receiving.   
 In an analysis that I completed regarding funding equity within the district, it was 
noted as expected, that schools with student from high income communities received not 
only the allotted funds from the school district, but significant amounts of funding 
through donations and gifts.  An analysis of the data for the last three years (2012 - 
2013; 2013 - 2014; 2014 - 2015) identifies the average free and reduced meals (FARM) 
prices of the schools that received donations by Trustee (board member) area and the 
amount of funding through donations they received.  These donations came from 
charitable organizations, including local companies, parent-teacher associations and 
organizations (PTA/PTOs), and from direct parent donations to the school.  The 
donations were used to fund after school programs, libraries, playground equipment, 
field trips, and other activities that students from schools in high poverty communities 
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were not receiving.  The majority of funding to the schools in the high poverty 
communities were donations, many of them in the form of food through the 'Backpack 
Buddy' Food Bank program. 
Table 7  
Schools That Received Donations by School Board Trustee Area 2012 - 2015  
Board Trustee Area FARM 2012 - 13 FARM 2013 - 14 FARM 2014 - 15 
District I 73% 77% 81% 
District II 82% 83% 88% 
District III 95% 92% 94% 
District IV 79% 80% 86% 
District V 49% 61% 66% 
District VI 78% 79% 73% 
District VII 84% 77% 59% 
District VIII 80% 80% 86% 
District IX 89% 89% 92% 
Source - Research and Accountability, 2012 - 13, 2013 - 14; 2014-15; Grant 
Department records of donations, 2015.  Free and Reduced Priced Meals (FARM) 
 
Table 8  
Donations to Schools by School Board Trustees Area 2012 - 2015 
Board Trustee Area 2012 - 2013 2013 - 2014 2014 - 2015 
District I $288,201.64  $166,988.00  $301,106.58 
District II $115,917.49  $58,380.00  $232,335.38 
District III $24,325.00  $65,776.50  $48,364.24 
District IV $201,263.40  $163,360.00  $348,156.94 
District V $455,548.02  $428,059.29  $459,135.96 
District VI $114,965.00  $27,495.00  $87,176.85 
District VII $20,029.58  $42,165.44  $23,272.25 
District VIII $86,365.21  $101,116.34  $245,348.94 
District IX $67,667.18  $78,529.05  $28,088.00 
Total $1,374,282.52  $1,131,869.62  $1,772,985.14 
Source: Grant Department records of donations, 2013, 2014, 2015 
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 Table 8 above identifies the donations received in each Trustee area.  Table 8 
shows that District V, which is one of the more affluent areas in the school district 
reported almost $460,000 in 2014 - 15  in additional funding through gifts and donations 
to the schools and students in that area.  These additional dollars do not include grants.  
In comparison, Districts III and IX, two of the areas in the district with the highest 
poverty, received substantially less money collectively than the more affluent areas.  
District VII, which also has several pockets of affluent areas, consistently has one of the 
lowest funding amounts in donations to the schools in the region.  Additional research 
showed that the schools in this area were not reporting in-kind donations because the 
PTA/PTO provided/purchased services without giving money directly to the schools. 
 The trend data below show that more donations are consistently provided to the 
schools in District V, with District IV following closely behind.  There is a more than 
$400,000 disparity between the highest receiving trustee district and the lowest.  As 
Figure 2 shows, almost all schools by trustee area had growth in donations and giving in 
the 2014 - 15 school year with the exception of Districts III, VII, and IX.  District III and 
IX are also the highest poverty areas at 94% and 92% respectively.  The majority of 
schools on the Improvement Required list can be found in District IX.  Additionally, the 
District IX and II are heavily African American areas of the city, with low income 
levels.  Although the majority group in the city is Hispanic, there is a high concentration 
of Hispanic students with low income levels in District III.  As previously stated, the 
areas with high percentages of low income students received the fewest dollars through 
donations, whether cash or in-kind. 
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Figure 2.  Donation Funds by Trustee Area 2014 - 2015 
 
 Pedro Noguera (2002), in his article entitled, The Trouble with Black Boys: The 
Role and Influence of Environmental and Cultural Factors on the Academic Performance 
of African American Males, asserted that it is possible to educate children successfully.  
He was especially concerned about the success of the Black male student who lives in 
poverty.  Poverty greatly increases risk variables (i.e. single parent household, low birth 
weight, low educational attainment of parents, etc.).  According to the 2011 American 
Fact Finder survey (U.S.  Census Bureau), more than 28% of African Americans live 
below the poverty level, more than any other ethnic group in the country other than 
Native Americans who stand at more than 29%.  More than ten and a half million 
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African Americans live in poverty.  According to Noguera and others, African American 
children that live in poverty come to school with greater deficits and as a result more 
African American children, especially males, end up in special education classes.   
Leaders of Culturally-Responsive Pedagogy and Strategies for Reading 
 So, what does it take to reach these students? As the research shows, there have 
been several attempts to decrease the achievement gap among students of color, from 
African centered schooling to charter schools.  Articles by Ferguson (2001); Cotton 
(1991); and Boykin, Noguera, & ASCD (2011) provide information to support what can 
be done to help African American students succeed; however, much of the research 
written by African Americans is either ignored or seen as "less than" by those in power 
who feel that they are the experts and the work of African Americans is secondary to 
their input (Alridge, 2003; Holloway & Keppel, 2007).  In some instances, the 
recommendations of researchers such as Ladson-Billings and Gay have made some 
inroads, but based on the widening gap between students of color and White students, 
there has been no sustained effort to determine what actually works to help African 
American students be more successful.    
Leaders of Culturally-Responsive Pedagogy 
 There are many African American researchers who are making significant 
inroads in instructing others how to teach students of color.  Although there are many, 
many authors and researchers who are leaders in this field, the individuals and 
organizations below helped guide my thinking in the beginning, and have stood out for 
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me throughout this research because they are focused on increasing the academic 
achievement of students of color through a different lens.   
 Lisa Delpit - Lisa Delpit's analysis of cultural misunderstandings and 
enlightenment are well respected and used to guide many researchers and educators who 
really want to help African American and other minorities, including the poor to receive 
the type of education they should have.  Other People's Children: Cultural Conflict in 
the Classroom (Delpit, Lisa 1995, 2006) has greatly influenced the way people approach 
educating children if they really care about reaching and teaching them.  One of the 
things that struck me in her book, Other People's Children, was how she looked at 
cultural conflict outside of African Americans.  Also, her work has a lot to do with 
language and culture and how culture impacts the way the child behaves in the 
classroom.   
Delpit also demonstrated how a community impacts students of color and their 
work.  She provides insights into the importance of understanding the culture and 
community of the students so that success will not be misinterpreted by the teacher.  Her 
work provides critical insights in how to effectively teach children of color.  Her 
examples of how students use their community language versus "standard English” in 
the classroom could be a reflection of the relationship with the teacher.  Delpit warns 
against constant correction of the students and provides suggestions of how to allow 
students to incorporate their "home" language into language styles that can be used with 
different audiences.   
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 Gloria Ladson-Billings - Another well-respected African American educational 
expert is Gloria Ladson Billings, most notable for her work in the concept of "culturally 
relevant pedagogy.” In her book, The Dreamkeepers: Successful Teachers of African 
American Children (Ladson Billings, 2009), she examined the pedagogical practices of 
teachers (regardless of race) who are successful with African American students and 
develops profiles of those teachers.  Ladson-Billings' focus in all of her work is to 
explain how to be a great and effective teacher of African American students.  She also 
uses a story telling form in many of her books that is easy to follow and understand. 
Further, Ladson-Billings believes that all students can learn.   She has also shockingly 
stated that the achievement gap can be closed, not just narrowed (Ladson-Billings, 1995, 
2006, 2009).  I agree with that assessment.  She believes that African American students 
should not be afraid to be labeled as "acting White" because their academic success 
should be called "being Black."  
 It is incumbent on the teacher (and the school leadership) to ensure that the 
students are learning as they should be.  Ladson-Billings places the onus of educating the 
youth on the teacher and does not make it the fault of the student.  And although she 
believes that the village (i.e., the parents) of these youth are important, it is not up to 
them to educate these children.  She believes that culturally responsive teachers should: 
(a) have good self-esteem; (b) be a part of the community (even if they do not live 
there); (c) give back to their community; (d) believe that all students can learn; (e) help 
students make connections to the world around them; (f) like teaching children (enjoy 
their work); and (g) know how to move students from one level to the next.  
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Additionally, Ladson-Billings provides strategies that can be used to increase the 
achievement of African American students.  Many of her strategies are focused on the 
ethic of care.  Rigor, relevance, and relationships are key to ensuring the success of 
African American students.  Ladson-Billings highlights the importance of community 
and family as contributing to the success of the students.  A lot of what she suggests in 
all of her work is basic common sense; however, the teachers must want to go the extra 
mile to ensure success for their students.  Her suggestions and strategies connect to the 
nine cultural values of African Americans.  Allowing students to make connections to 
what they already know (scaffolding) and linking learning to different aspects of their 
life (PBL) helps students to understand why they are learning what they are learning and 
why it is important to them.   
 Geneva Gay - The work of Geneva Gay is important to my research because it 
speaks to what I intrinsically believe as an educator.  Prior to my current position in 
education, for fourteen years, I was a teacher in a high poverty, low academically-
achieving middle school in Houston, Texas.  I have been told by students and teachers 
alike, that I was a good teacher and that I was able to really reach those students.  First 
and foremost to me was that I cared about the students and wanted them to be successful 
in life.  They responded by caring about me in return.  I believe that all children can 
learn and that they are waiting for a teacher to push them and turn them into the 
excellent, resilient adults that they will be.  As I read about the teachers in her books 
who have been successful in education students of all ethnic groups, providing culturally 
responsive pedagogy, I remembered the great time that I had as a teacher.  Although I 
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eventually left the classroom, it was not because I did not enjoy what I was doing, but 
that I needed to grow.  I felt that moving to another position would allow me to reach 
more children than the ones that I could impact in one classroom.  Also, as an author 
myself, the storytelling nature of her writing speaks to me and makes the reading 
pleasurable and easy.   
 Geneva Gay believes that "personal belief drives instructional behaviors" (p.  
216).  She emphasizes that culturally responsive caring is critical to student success.  For 
Gay, caring is demonstrated in the way the teachers behave towards and interact with 
kids.  For her, it means that teachers need to examine their own prejudices and 
expectations before they begin to teach.  Through my journey here at Texas A & M, I 
have been able to examine my own prejudices as well.  As an African American female, 
it has always been at the top of my agenda to help African American students to achieve 
and go further than they have previously gone.  It was shocking to me as I have delved 
deeply into my own prejudices of how far I have come.  I am more compassionate to all 
students and feel that it is extremely important that all students receive an equitable 
education and that all of their needs are met, whether they are linguistic or learning 
ability.  I still focus on African American students because that is a part of my own 
heritage, but also because they have been at the bottom of the educational chain for too 
long.  Gay details that teachers who exhibit authentic caring "have high expectations and 
will settle for nothing less than high achievement" (p.  49).  These teachers will go above 
and beyond to ensure that their students do not fail, mainly because these teachers feel 
that all students can learn.  Gay's work is very valuable to me because not only does she 
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provide a definition of what culturally responsive teaching is, but provides examples of 
how it looks and what makes it work. 
 Pedro Noguera - Pedro Noguera has greatly influenced what teachers can do to 
provide a culturally responsive and equitable education to students of color.  He has 
most recently been a spokesperson and guest speaker on President Obama's "My 
Brothers' Keeper" initiative.  He consistently addresses the disproportionality of African 
American males in prison, the high percentages of African American males in special 
education, and the low percentages in gifted classrooms.  He brings to the forefront 
issues that America should be paying attention to, such as, high rates of suspension and 
expulsion, the low reading and math scores, and the high dropout rates of African 
American youth, especially males.  He is most famously known for his book, "The 
trouble with Black boys...  and other reflections on race, equity, and the future of 
education in America" where he highlights through a series of essays and stories what it 
is like for African American and Hispanic males in America and what can be done to 
help them achieve. 
 In his publication jointly created with Alan M.  Blankstein, Noguera continues to 
focus on equity issues and how educational practices can be improved in order to 
provide excellence and equity for all students.   In their book, Excellence through Equity 
(Blankstein & Noguera, 2015), the clarion call of the narrative is that "we do well when 
we all do well" (Eleanor Roosevelt).  The authors state that it is critical that Americans 
change the paradigm in regard to changing attitudes about race and resources.  
Blankstein and Noguera reiterate the importance of equipping all students with the skills 
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they need for success in the future and provide strategies for how to achieve success in 
teaching students in a culturally responsive and caring manner.   
Culturally-Responsive Teaching Strategies in Reading 
 ASCD (Cole, 1995; 2008) identified several strategies that have effectively 
worked to increase achievement levels in all students, but especially African American 
and other students of color.  In Educating Everybody's Children: Diverse Teaching 
Strategies for Diverse Learners, the ASCD not only lists what those strategies are, but 
why they are effective.  For example, Strategy 1.2 Use reality-based learning 
approaches meets numbers five and six of the nine dimensions of African American 
culture - (5) movement, whereby students have a preference toward active learning, and 
6) verve - easily bored with routine.  Works of these authors and others like them are 
slowly being referenced to make cultural changes in the classroom and in teaching 
children of color. 
 Teachers need to have expertise in subject-specific strategies, which is why it is 
also important for teachers to be experts in their subject matter.  They must be able to 
recognize the importance of using universal, research-proven teaching and learning 
practices that are adaptable and proven to work with a broad range of students with 
varied backgrounds, abilities, and perspectives, and provide students with more than one 
way to be successful academically (Cole, 1995; Cole, 2001).  Cole (1995), in the first 
edition of Educating Everybody's Children, identified 13 universal practices that had 
been found to be key in bridging the achievement gap.  Five years later, in More 
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Strategies for Educating Everybody's Children (2001; 2008), three more such practices 
were added to the list, for a total of 16.  These practices include the following strategies: 
 Strategy 1.1: Provide opportunities for students to work in a variety of social 
configurations and settings. 
 Strategy 1.2: Use reality-based learning approaches. 
 Strategy 1.3: Encourage interdisciplinary teaching. 
 Strategy 1.4: Involve students actively. 
 Strategy 1.5: Analyze students' learning and reading styles. 
 Strategy 1.6: Actively model behaviors. 
 Strategy 1.7: Explore the fullest dimensions of thought. 
 Strategy 1.8: Use a multicultural teaching approach. 
 Strategy 1.9: Use alternative assessments. 
 Strategy 1.10: Promote home/school partnerships. 
 Strategy 1.11: Use accelerated learning techniques. 
 Strategy 1.12: Foster strategies in questioning. 
 Strategy 1.13: Emphasize brain-compatible instruction. 
 Strategy 1.14: Activate students' prior knowledge. 
 Strategy 1.15: Use a constructivist approach to teaching. 
 Strategy 1.16: Organize instructionally effective classroom environments. 
 These strategies are directly aligned to what appears to work best with African 
American students (Cole, 2001, 2008).  The most important component for resources in 
reading for African American students is that they be rigorous, culturally inclusive, and 
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able to be used at home and at school.  Many teachers do not feel comfortable allowing 
students to take resources home, especially those resources they consider to be valuable 
taken home by students they consider lower income or students of color.  But these same 
students have fewer resources than their more affluent peers, which can contribute to 
students falling further behind those that have resources at home (Cole, 2008, Duncan, et 
al, 2014)   
 What continues to be stated in the research is that there is a persistent gap in 
achievement by ethnicity, economic status, and gender.  The literature regarding literacy 
and reading instruction from a culturally responsive perspective tells us that the best 
scientifically research-based strategies to use that can impact reading achievement as it 
relates to African American learners.  Cheesman and De Pry (2010) provide the criteria 
as to what constitutes a scientifically research-based study.   In order to be considered 
scientifically research-based, the study must: 1) have been published in a peer-reviewed 
journal or panel of experts; 2) the study results have been replicated by others; and 3) the 
scientists agree with the findings based on their own results.  Based on this criteria, the 
following scientifically research-based strategies have been approved as meeting the 
measure to effective work with African American and other students of color.   
 One of the most important factors is a knowledgeable teacher.  Teachers must 
know how to teach and understand the content that they are teaching (Acevos and 
Orosco, 2014; Wright, Horn, & Sanders, 1997).  Additionally, teachers who care about 
their students produce students who achieve better.  Caring does not mean lowering 
standards or allowing students to do less, it means making sure the curriculum is 
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rigorous and that students have an opportunity to learn at the level where they are, and 
be treated as competent beings (Delpit, 1995, 2006; Gay, 2009; Ladson-Billings, 2010).  
Other scientifically research-based strategies that support increasing student 
achievement are: 1) Response to Intervention (RtI); 2) include decoding and 
phonological awareness in the reading; 3) collaborative teaching; 4) responsive 
feedback; 5) modeling; 6) instructional scaffolding; 7) problem-solving approach (PBL); 
and 8) the use of assessment tools that identify what students know or need to know 
(Aceves & Orosco, 2014; Cheesman & De Pry, 2010).  Exposing students to a variety of 
reading materials is also important, especially ensuring that multiethnic and multicultural 
literature is included (Nichols, Rupley, Webb-Johnson, & Tlusty, 2000).  The authors 
also suggest that a social action approach allows students to use literature to "identify 
social problems and concerns and to read about how the main character made decisions 
and took action to solve the problem" (Rupley, 2000, p.  14), considered to be the best 
form of cultural integration.   
African American Students' Perceptions of their Reading Teachers' Impact on 
Success 
 When students feel as if the teacher cares and exhibits behaviors that demonstrate 
to the child that he/she feels the student has the capacity to excel, the student will do 
better in school (Solomon, et al., 2000).  Students are smart.  They know when they are 
being talked down to and when they are given work that is too easy for them, that doesn't 
challenge them.  Students have to believe that they can achieve.   
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 The expectations of the teacher, both low and high, have a strong impact of 
whether the student feels he/she can excel (Cole, 2008; Darling-Hammond, 1997; Delpit, 
1995, 2006; Gay, 2010; Ladson-Billings, 1995).  Additionally, teachers need an 
opportunity to receive professional development.  Many times, students of color, 
especially those that are low income, are "intellectually starved" (Dougherty & Barth, 
1997), when they are not in a classroom that challenges and guides them toward 
achieving mastery of core academic content and skills or are exposed to teachers with 
low expectations of the students.   
Student Reaction to Perceived Culturally-Responsive or Unresponsive 
Teachers/Classroom 
 As stated above, expectation can be a self-fulfilling prophesy.  Students who 
believe their teachers have their best interest at heart will try harder (Cole, 2008).  
Teachers who treat students harshly or with pity will have a more difficult time reaching 
the child.  Disciplinary problems will increase and academic achievement will be lower.  
Students who are exposed to teachers who understand and respect the nine dimensions of 
the culture of the African American learner and embrace them with enthusiasm will 
greatly benefit the academic achievement of the African American learner.  Use of these 
characteristics allows the student to "engage the world and others critically" (Ladson-
Billings, 1995).  This collaborative/cooperative hands-on learning can greatly enhance 
the academic experience of African American youth because it allows students to have a 
purpose in what they are learning.  Students will be excited about the opportunity to use 
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what they learned in their everyday experience and will be more focused on learning 
what is being taught (Ladson-Billings, 1995).   
Summary 
It is essential that educators approach teaching African America students using a 
culturally relevant pedagogy.  Throughout history to today, students of color have not 
had the same supports, resources, or expectations from others as White students have 
had.  There have been many instances where teachers state and feel that they are 
"colorblind," and they feel that it is a good thing to be colorblind in the world, but in the 
classroom, teachers must understand that the student's race, class, ethnicity, and even 
language affect the way they learn. 
 Katie Denslow (2000), in her paper entitled, The Ability of Teachers to Close the 
Minority Achievement Gap Through Multicultural Teacher Training, stated that through 
multicultural teacher training, teachers can learn to have an understanding of different 
races and ethnicities in order to incorporate differences in their curriculum.  Research on 
effective schools has shown that when teaching and learning are positive experiences, 
high levels of academic success for all students can be achieved (Edmonds, 1979; 
Ladson-Billings, 2009; Li & Miller, 2008; Murphy & Hallinger, 1985).  From the 
literature, I learned that the culture of schools for students of color, with a particular 
emphasis on African American children must be changed so that students begin to regard 
school as a place that will nurture and support them in culturally responsive ways.  This 
systematic review of the literature supports this thesis.  Overwhelmingly, researchers 
continue to point to cultural relevancy, proficiency, and/or responsiveness as one of the 
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most important components of good teaching and being able to reach African American 
and other students of color and make a difference in their educational lives. 
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CHAPTER III 
METHODS 
Introduction 
 The goal of this concurrent mixed method study, in which I analyzed quantitative 
and qualitative data within the same analytical framework (Onwuegbuzie & Leech, 
2004), was to explore the research questions related to cultural responsiveness in 
teachers and African American students' academic achievement in reading, as well as 
whether the African American students' perception of their teachers as culturally 
responsive impacts their achievement as stated in Chapter One.  The questions were:  
1.  What was the relationship between cultural responsiveness in teachers and 
their African American students' academic reading achievement? 
2.  How were the perceptions of African American students of their teachers 
being culturally responsive related to their reading achievement as measured by district 
approved assessment tests? 
3.  What was the relationship between a teacher being culturally responsive to 
students' needs and being identified as effective or highly effective? 
 Several instruments were identified to measure the variables used to analyze 
these questions.  The methods utilized to test the research questions were illustrated in 
this chapter.  The chapter was organized into four sections: (a) selection of participants; 
(b) instrumentation; (c) data collection; and (d) data analysis.  (Creswell, 2003; 
Lunenburg & Irby, 2008).   
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Selection of Participants 
 The sample for this study was comprised of forty-two students in third grade 
reading classes at two predominately African American schools in similar racial, low 
socioeconomic neighborhoods.  More than 85% of these students receive free- and 
reduced-meal prices in the school lunch program. Although all forty-two students were 
observed and took the surveys, some of the surveys had to be removed because the 
students invalidated the results by answering one or more questions with more than one 
answer.  The make-up of the classrooms was as follows: 
Table 9  
Classroom Demographics at Study Schools - Number and Percentage 
School ID Enrollment          African           
       American 
   Hispanic White 
School One 22 19 86% 3 14% 0 0% 
School Two 20 16 80% 3 15% 1 5% 
Total 42 35 84% 6 14% 1 2% 
Source: Classroom enrollment data, 2016 - School One and School Two 
  
 The school district where these students were enrolled is a large urban school 
district in the southwestern part of the United States, The state had a high percentage of 
African American (25.8%) and Hispanic (62%) students.  Because of the make-up of the 
city, many times the ethnic groups tend to live in community clusters.  For use in this 
study, community clusters referred to groups of people with similar ethnic and/or socio-
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economic status living in close proximity to one another.  This community clustering 
influenced the racial makeup of the community school.   
 Purposive sampling (Denzin & Lincoln, 2000; Hays & Singh, 2012; Patton, 
2002) was used to choose the students to be studied and the schools they attended.  The 
classrooms of students at these schools were selected primarily because of their low 
socio-economic status and high percentages of African American students enrolled.  
They were also chosen because the academic achievement of the two schools was very 
different and some areas, but similar in reading at the third grade level.  Also, these 
students attend schools from two different areas of the city.  One school is located in the 
south area of Houston and the other school is located in central Houston.  One of the 
schools was considered low performing and was identified by the U. S. Department of 
Education (USDoE) and the Texas Education Agency (TEA) as a school in need of 
improvement.  The term used by the state and federal government to refer to these 
schools is "persistently lowest performing schools" (USDoE, 2011).  Additionally, the 
federal government, through states, provided funding to one of the schools through 
school improvement grants, also known as SIG grants.  Schools are included on the 
"persistently lowest performing schools" list for one of the following reasons:  
• "Tier I, which includes any Title I school in improvement, corrective action, or 
restructuring that (1) is among the lowest-achieving 5% of those schools in the 
state; or (2) is a high school that has had a graduation rate below 60% for a 
number of years.  States have the option of identifying Title I eligible elementary 
schools that (1) are no higher achieving than the highest-achieving school 
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identified as a persistently lowest-achieving school in Tier I; and that (2) have 
not made AYP for at least two consecutive years; or are in the state’s lowest 
quintile based on proficiency rates. 
• Tier II, which includes any secondary school that is eligible for, but does not 
receive, Title I, Part A funds and (1) is among the lowest-achieving 5% of such 
secondary schools in the state; or (2) had a graduation rate below 60% for a 
number of years.  States may also identify as Tier II schools Title I eligible 
secondary schools that (1) are no higher achieving than the highest-achieving 
school identified as a persistently lowest-achieving school in Tier II; or that had a 
graduation rate of less than 60% over a number of years; and that (2) have not 
made AYP for at least two consecutive years; or are in the state’s lowest quintile 
based on proficiency rates. 
• Tier III, which includes the remaining Title I schools in improvement, corrective 
action, or restructuring that are not Tier I schools.  States have the option of 
identifying as Tier III schools (1) Title I eligible schools that do not meet the 
requirements to be in Tier I or Tier II; and (2) have not made AYP for at least 
two consecutive years; or are in the state’s lowest quintile based on proficiency 
rates." (ies.ed.gov, 2011, "Baseline Analyses of SIG Applications," para. 4). 
 Schools included on the persistently lowest performing schools list were in 
danger of being closed or restructured (using a restart, turnaround, or transformation 
model).  School One did not meet standard according to the Texas Education Agency 
standard and had a school accountability rating of Improvement Required.  The other 
 78 
 
school, School Two, met standard and received distinction designations of: 1) Academic 
Achievement in Mathematics; 2) Top 25 %: Student Progress; 3) Top 25 %: Closing 
Performance Gaps; and 4) Postsecondary Readiness.  The third grade students at this 
school; however, did not meet standard in Reading (49%) although the campus as a 
whole met standard in Reading (67%).  These schools had enrollments that ranged from 
405 - 572 students, although the classes were of similar size.  Additionally, these schools 
were chosen because these majority African American schools performed poorly in 
reading on the most recent state assessment and the schools had consistently done so for 
the last several years.  One third grade class and their reading teacher at these identified 
schools participated in the study, for a total of 42 students and two teachers.  Third grade 
was chosen because the district had a reading initiative that focused on third grade.  
Also, third grade is the critical grade for reading literacy and student success.  Students 
that fail to master reading by third grade have higher dropout rates and school failure 
than other students (Lesnick, Goerge, Smithgall, & Gwynne, 2010).  Tables 10 and 11 
below provide demographic data of the schools of participating students and teachers.   
Table 10  
Demographic Campus Overview 
Area of 
the City 
School  
ID# 
Campus 
Enrollment 
Ethnicity % ED 
% 
Met SWD 
% 
DI 
# AA H W 
Central  1 572 77 21 1 85 No 6 112 
South  2 405 81 18 0 90 No 9 20 
Source: District Profiles 2014-2015.  Free/ Reduced Lunch (ED), Met Standard in 
Reading, Disability (SWD), and Discipline Infractions (DI) 
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Table 11  
Third Grade Teacher Demographics  
Area  # of 
Teachers 
Ethnicity % Ave.  Years 
Teaching 
Highest 
Degree 
Attend 
Rate % 
# Teachers 
3rd Grade  AA A H W 
Central  31 71 6 3 16 10 years M - 32% 95 4 
South  25 92 4 0 4 12 years M - 32% 93 3 
Source: School District Profiles 2014-15.  AA- African American; A - Asian; H - 
Hispanic, W - White.  Number, Ethnicity, Number of Teachers on Campus, Average 
years teaching, Highest degree attained, and Teacher Attendance 
  
  
 These schools have scored poorly on the state level test in Reading at third grade 
for the last several years.  Table 12 below demonstrates scores between the state, district, 
and campus tests using the most recent administration of the state test (2014 - 2015).   
Table 12  
Reading State Assessment Scores of Participating Schools  
Area  Reading Scores 
(All Grades) 
TEA Accountability  
Rating 
Reading Scores 
(Grade 3) 
Central 58% Improvement Required 52% 
South 67% Met Standard 49% 
School District 60% Met Standard 71% 
State 61% N/A 76% 
Source: Texas Academic Performance Report (TAPR) TEA, 2013 
 
Instrumentation 
 I used several instruments that already existed, but were adapted to measure the 
variables that were tested.  Because I adapted my questions from other researchers' 
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questions, I reached out to them for their permission before using them, explaining that 
the surveys would be adapted to my research.  The first instrument that I described was 
an adaptation of a survey to determine student’s perception of themselves as learners 
created in 2011 by Dr.  Zeenat Ismail.  Using her survey as a base, I created additional 
questions that I felt it was important for students to tell us about themselves.  The 
purpose of this instrument was to determine students' attitudes towards themselves.  It 
also provided an understanding of their perception of themselves as capable learners.  
There were twelve items on this survey, using a Likert scale, with the choices of: 4 = 
strongly agree; 3 = agree; 2 = disagree; 1 = strongly disagree.  To ensure construct 
validity of the instrument, and to determine whether it was measuring what it was 
designed to measure, the questions were submitted to a group of child psychology 
experts, parents, teachers, and school leaders to determine if the questions are 
appropriate for the age group. 
 The second instrument I used was adapted from an instrument created by 
Kenyetta Quenishia Nelson-Smith in her dissertation in 2002 and from an instrument 
created by Dr.  Zeenat Ismail, International Journal of Business and Social Science in 
2011.  The purpose of this instrument was to determine students' perceptions of their 
teacher as culturally responsive.  There were fourteen items on this survey, again using a 
Likert scale, with the choices of: 4 = strongly agree; 3 = agree; 2 = disagree; 1 = strongly 
disagree.  As with the previous instrument, validity and reliability were obtained through 
an expert panel which will include principals, teachers, students, parents, and 
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educational leaders.  They had an opportunity to review the question items and provide 
feedback to me as to whether or not I was on the right track.  
 The third instrument that I used determined whether the students felt that the 
school environment was conducive to learning.  This instrument was adapted from an 
instrument created by Dr. Abiola, explained in an article in the Journal of Educational 
and Social Research in 2013.  There were twelve items on this survey in total; however 
there are three sections of four questions each.  The sections referred to students' 
perception of: (1) the teaching method; (2) the teacher's classroom management; and (3) 
the school climate.  This survey also used a Likert scale, with the choices of: 4 = 
strongly agree; 3 = agree; 2 = disagree; 1 = strongly disagree.  The reading level of all 
three student surveys was created at a level of between 3.2 and 3.8 for each survey. 
 The fourth instrument that I used was to determine how the teachers felt about 
their students and themselves.  This instrument was adapted from an instrument created 
by Kenyetta Quenishia Nelson-Smith in her dissertation in 2002 and from an instrument 
created by Dr. Zeenat Ismail, International Journal of Business and Social Science in 
2011.  The purpose of this instrument was to determine teachers’ perceptions of 
themselves as culturally responsive.  There were fifteen items on this survey, again using 
a Likert scale, with the choices of: 4 = strongly agree; 3 = agree; 2 = disagree; 1 = 
strongly disagree.  As with the previous instruments, validity and reliability were 
obtained through an expert panel which includes principals, teachers, parents, and 
educational leaders.  The panel had an opportunity to review the question items and 
provide feedback to me as to whether or not these would be good questions for the 
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teachers to answer.  I also used an expert panel, consisting of current principals, 
teachers, and educational leaders in the African American community, to review the 
questions and provide feedback to me as to whether they feel as if I have asked the right 
questions.  For each of the survey instruments, test-retest reliability were used to ensure 
that the scores are consistent over time.  In order to get these results, after all tests were 
checked for validity, I would compare the answers provided with what I observed in the 
classrooms. 
 The fifth instrument that I used was an assessment tool through IStation.  This 
school district, along with other school districts in the state of Texas and other school 
districts nationally, uses a computer-administered assessment tool through IStation (also 
known as Imagination Station).  IStation’s computer-adaptive assessments, known as 
ISIP™, are used by the teacher to guide students on personalized instructional paths 
unique to their needs.  Many times, the teacher uses a computer lab to administer the 
assessment to an entire class or group of students; however, many times the assessment 
is administered in a classroom setting where students take turns using classroom 
computers.   
The IStation assessments are given to the students at the beginning of the year 
(BOY), middle of the year (MOY), and end of the year (EOY).  IStation administers the 
assessment in both English and Spanish.  IStation ISIP™ adapts each student’s response 
to their level of understanding.  If a student answers a question correctly, the computer 
provides a more difficult question for the next item.  If the student answers incorrectly, a 
less difficult question is posed.  ISIP™ uses interactive content to measure a student’s 
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reading ability and skill development with computer-adaptive technology.  Students’ 
responses place them into one of three tier levels: Tier 1, Tier 2, and Tier 3.  These tiers 
are directly related to Response to Intervention (RTI) strategies and not to the federal 
identification for schools in need of improvement.  Tier 1 students function at or above 
their expected grade level.  Tier 2 students function below their expected grade level and 
need frequent intervention to accelerate achievement.  Tier 3 students function two or 
more levels below expected grade level and need intensive reading intervention.  Figures 
3 and 4 below show examples of Tier levels for English and Spanish assessments. 
 
Source: Mathes, P., Torgesen, J. and Herron, J. (2016) 
Figure 3.  Tier 1 English IStation Level 1 
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Source: Mathes, P., Torgesen, J. and Herron, J. (2016)  
Figure 4.  Tier 1 Spanish IStation Level 1 
 
 This assessment tool was used to measure student achievement in this study for 
several reasons: (a) it can provide growth measures for students at the BOY, MOY, and 
EOY levels.  In this instance, data were used from the MOY and EOY areas since these 
measures were consistently completed throughout the district; (b) the IStation system 
can be used as an assessment measure of teacher effectiveness relative to student growth; 
and (c) the results from the state assessment (STAAR) would not be available until the 
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later in the year and does not use a benchmark measure for student growth.  STAAR 
results were used, but were not available until late summer.   
 Additional data that were used were from the state assessment, STAAR scores.  
Although the STAAR test does not provide growth measures, it was used because 
teachers’ assessment/evaluation was tied to STAAR scores.  These scores, along with 
other indicators of teacher effectiveness, were used to calculate the teachers’ 
effectiveness rating.  The STAAR scores indicate whether or not the students met 
standard.  They were also used to rate the schools as met standard or not.   
 The effects of well-prepared teachers and effective principals on student 
achievement can be stronger than the influences of student background factors, such as 
poverty, language background, and ethnicity (Darling-Hammond, 2000).  In order to 
determine the teacher effectiveness (highly effective, effective, needs improvement, and 
ineffective), with the teachers' permission, I reviewed the district's Principal Dashboard.  
The Principal Dashboard enables administrators to view in-house school data in any 
variety of ways – whole school, by grade, by teacher, individual student or subject, as 
well as view attendance, discipline, and statewide assessment data.  This particular 
district used their own teacher appraisal system, created in-house.  There are three 
components to the appraisal system:  Instructional Practices, Student Performance (state 
assessments), and Professional Expectations.  The Performance Criteria Weighted 
Percentages of each of these components are: (a) Instructional Practices – 50%; (b) 
Student Performance – 30%; and (c) Professional Expectations – 20%, which indicates 
that student performance on the state assessment can influence the teacher’s assessment.  
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If a teacher does not have a Student Performance Rating (teaches a course that is not 
tested), the teacher’s default rating percentages will be: Instructional Practices – 70% 
and Professional Expectations – 30%.  The teacher evaluation was used to determine 
teacher effectiveness.   
 I also spent time in the classroom doing observations of the teachers' classroom 
teaching style and pedagogy.  There were certain culturally responsive clues that I was 
looking for.  In addition to viewing how the teachers interacted with the students, I also 
observed the artifacts around the room in the form of culturally relevant literature and 
evidence of student work.  I performed two observations per classroom.  Additionally, in 
order to ensure that I could readily identify what a culturally responsive classroom looks 
like, I created a list of culturally responsive cues based on the work of Gay (2010), 
Ladson-Billings (2009), Delpit (2006), and Blankstein and Noguera (2015).  In order to 
establish trustworthiness and credibility, I: (a) performed two observations per classroom 
in addition to what I observed when the surveys were given; (b) interacted with the 
teachers and provided the rationale as to why this work was important; and (c) 
completed an audit trail in order to ensure that the research was performed the same way 
each time (Lincoln & Guba, 1985)  
Data Collection 
 This problem of practice used a concurrent mixed method of data collection and 
analysis.  A qualitative methodology was used through observations.  I used several 
sources of quantitative documentation, including three separate surveys, the state 
assessment, a district-wide reading assessment, and the teacher's evaluation.  The 
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teachers were surveyed because I was interested in how they perceived themselves as 
culturally responsive educators.  Additionally, the district dashboard was used to 
highlight the number of discipline referrals that the teachers make on their students of 
color.  Before data collection began, I received written consent from the school 
principals, the school district administration office, the district’s research and 
accountability office, and the teachers.  I also went through the IRB process through the 
Texas A & M University’s Committee for the Protection of Human Subjects.  Several 
phases were included in the study, including the process for choosing the schools, the 
protocols I used to get the data, and how the participants were debriefed. 
Phase 1 
 Phase 1 identifies what I would do before the data were collected.  Based on the 
research questions for the study, the first thing I did was research the schools in the 
targeted district that had a high percentage of African American students.  I used the 
district profiles to identify possible schools and pulled the school data for each school 
using the most current school profiles.  Since third grade was the focus, all of the school 
data pulled came from elementary schools.  Once the schools were identified as having a 
high percentage of African American students and high free and reduced lunch 
percentages, I reviewed their reading data, using the scores from the most recent 
administration of the state assessment – STAAR test.   
Since the study also deals with student perception, I attempted to find schools 
that had teachers of more than one race or sex that taught reading.  I also looked at the 
most recent listing of schools included on the U.  S.  Department of Education’s 
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Persistently Lowest Achieving Schools list and the Texas Education Agency’s list of 
Schools in Need of Improvement and that had not meet standard in reading.  Schools 
with all of these characteristics were chosen to participate in the study.  Using the list of 
schools, I went back to the district administration and the research and accountability 
department for permission to go forward with the research on the schools chosen.   
Two schools were chosen to participate in this study.  I contacted the principals 
at each school by email and requested permission to include their schools in the study, 
assuring them that no identifying information would be used.  I explained that one third 
grade class at each school would be chosen to participate.  The principals agreed to 
allow their schools to participate and provided the names of the third grade teachers at 
each of their schools.  I individually emailed the teachers to request permission to use 
their classroom and students in the study.  Only one teacher at each school responded to 
the emails.  These were the teachers that participated in the study.  The teacher and the 
students from these two classes were surveyed and observed.  The surveys are included 
in the appendices.  Students and teachers were informed that the survey was voluntary.  
Additionally, informal interviews were held with the teachers, before and after the 
observations of the classrooms were completed. 
Phase II 
 During Phase II, I constructed the instruments, adapted from the previously 
described authors.  To ensure that the surveys could be understood by the majority, if not 
all, of the students, I ensured that the surveys were written at a 3.4 grade reading level.  
Once the instruments were completed, I presented the instruments, along with the 
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participant information to the Texas A & M University’s Committee for the Protection 
of Human Subjects.  Additionally, a copy of the instruments were presented to the 
district’s research and accountability department for two reasons – (a) to ensure that the 
questions were allowable for distribution to students and (b) to ensure that they had the 
capacity to provide student data associated with the study.   
During this phase, I determined how the surveys would be distributed to the 
students, as well as analyzed how well the participating students did on previous 
benchmark testing of the state assessment and the district approved assessment.  The 
first instrument was given to the participating students in the last days of the month 
during the third month of school in the spring.  This instrument was used to determine 
how students feel about themselves.  All forty-two students participated in the survey 
administration of the first survey instrument.  The second instrument was given to the 
students during early-April.  This instrument was used to provide information about the 
students’ perception of the teachers.  Twenty-two students participated in the survey at 
School One and nineteen students participated in the survey at School Two.  One of the 
students at School Two answered two of the questions with two different answers; this 
test was discarded as invalid.  The third and final survey instrument, related to student 
engagement was distributed to the students during late-April, several weeks after the 
second instrument was given.  One of the students at School One invalidated the survey 
and that student's survey was not used. All survey instruments were distributed and 
collected before the end of April.  The teacher surveys were also given during this time 
frame.  Additionally, during this time, I formally observed each of the classrooms on two 
 90 
 
separate occasions on two different days each, for a total of four formal observations, 
two at each school.   
Phase III 
 During the month of May, I reviewed the data collected from the students, with 
the intention of sharing the information gathered with the students in each classroom, the 
teachers, and the school principals at a later date.  Data were collected on (a) IStation 
ISIP™ assessments; (b) students perception of themselves; (c) students perception of 
their teachers; (d) students perception of their classroom and school; (e) teachers' 
perceptions of themselves as teachers; (f) teacher evaluation data; (g) state assessment 
(STAAR) data, and (h) observation data.  At all phases of data collection, the identities 
of the students and teachers were protected to ensure confidentiality.  No identifier of the 
students or teachers was used, whether by school ID, social security number, or name, 
and none of the student or teacher identification information was included in the study.  
Data were entered into a computer program and the information was aggregated and/or 
disaggregated according to how data were used.   
Data Analysis 
Quantitative 
Responses shown above were input into SPSS for each of the students who took 
the iStation assessment, along with their attainment on the middle of the year (MOY) 
and end of the year (EOY) assessments shown as on grade level or not and whether there 
was growth.  The rating from the teachers was included as well.  All twenty-two students 
at School One took both the MOY and EOY; however, only fifteen students at School 
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Two took both the MOY and the EOY for the iStation.  Tests of statistical analysis were 
performed to determine theory validation (Lunenburg & Irby, 2008).  The frequency and 
percentage of responses to the survey questions from both student instruments were 
analyzed separately.  These items were displayed using descriptive statistics and tables 
obtained from the SPSS program.  An item analysis was used to indicate the mean 
responses of those students who improved on the reading section of the MOY and EOY 
assessment and those who did not.  In order to test the statistical significance of the data, 
a t test for independent means was performed on each item, for students who were on 
grade level and students who were not or showed no growth to determine if there was a 
difference between their responses on the surveys and the mean student growth.   
I then determined the degrees of freedom for School One (21) and School Two 
(14) and used .05 level of confidence.  Since there were several types of information that 
I obtained from the data, how the students feel about themselves, how they perceive their 
teacher and school as culturally responsive, and the effectiveness of the teacher, I again 
used a t test because there were at least two groups of students who were not duplicated 
who gave their perceptions of their teachers and schools as culturally responsive 
(Lunenburg & Irby, 2008).  
Qualitative 
 The qualitative analysis of data was based on an analysis of my observations of 
the classrooms, interaction with the students, as well as talking to the classroom teachers 
during unstructured interviews.  The rationale for performing a qualitative analysis was 
to allow me to gain insight into why students scored their teachers they way they did on 
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the surveys and how what I observed could be interpreted based on the students' 
academic achievement (Onwuegbuzie & Leech, 2004).  The analysis included looking 
for similarities and differences in the teaching styles and the interaction of the teachers 
and the students.  The data were coded and categorized.  Themes that emerged from the 
data were compared to existing literature on culturally responsive pedagogy.  The 
classroom interactions were observed during different times of the day with the teacher 
and the same group of students.  The themes that emerged from the observations were 
racial uplift, anxiety, communalism, orality, movement expressiveness, and verve. 
Summary 
 This chapter reintroduced the purpose of this study and restated the research 
questions.  The participants chosen, through purposive sampling, were selected from two 
different areas of the city, south and central areas of a large urban school district in the 
southwest part of the United States.  These schools were chosen because they were either 
considered low performing, having been identified by the United States Department of 
Education (USDoE) and the state agency as a school in need of improvement or as 
"persistently lowest performing schools," or because had not meet standard on the third 
grade reading assessment.  The selection of 42 student participants and two teacher 
participants was discussed.  This section also discussed how many participants actually 
took the surveys and how many of the surveys were used. Additionally, I discussed the 
validity and reliability of the instruments.  Data collection procedures and response rates 
were also discussed in this chapter.  Finally, the methods of data analysis for the research 
questions were discussed and presented, as well as the examination of the statistical data 
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analysis.  Results of the data analysis are presented in the following chapter (Hernandez, 
2004, p.  122 as referenced in Lunenburg & Irby, 2008).   
 94 
 
CHAPTER IV 
PRESENTATION AND ANALYSIS OF DATA: QUANTITATIVE 
Introduction 
 This study intended to investigate the perceptions of third grade low-income, 
African American students of color of the cultural responsiveness of their reading 
teacher and whether or not the teacher was considered effective.  The purpose of the 
study was achieved by examining the interactions of the students with the teacher and 
through feedback received from the students and teachers through surveys, observations, 
and informal teacher interviews.  The purpose was also achieved by examining the 
findings from the teachers' evaluations, and student success on both the district approved 
and state assessment tests.  This chapter presents the results of quantitative data analysis 
for the three stated research questions.   
 The descriptive statistics used for the study were univariate and bivariate 
statistics.  The rationale for using these statistics was the ability to analyze the 
relationship between the variables, in this case the perception of students of the cultural 
responsiveness of their teachers and the teachers' ratings as highly effective or effective, 
as well as how well the students performed in school, on the MOY and EOY 
administration of the district approved assessment test in Reading, and the state 
assessment test in Reading.  The information gathered from surveys two and three were 
used to answer research question one: " What was the relationship between cultural 
responsiveness in teachers and their African American students' academic reading 
achievement?" and question two: " How were the perceptions of African American 
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students of their teachers being culturally responsive related to their reading achievement 
as measured by district approved assessment tests?"  Additionally, student scores on the 
district approved assessment test were used to answer research questions one and two.  
The teachers' evaluation scores and survey questions three and four were used to answer 
research question three: " What was the relationship between a teacher being culturally 
responsive to students' needs and being identified as effective or highly effective?" 
Survey number one was used as a gauge to determine how students felt about themselves 
and to determine students' self-efficacy.   
Descriptive Statistics 
 Student demographic data provided context to the types of students in the 
classrooms of teachers from both schools.  An analysis of the data from Survey 2 and 
Survey 3 for both schools was used to gather student perception data regarding how the 
students felt about their teachers.  These data indicate how the students felt about their 
reading teacher and whether he/she was accepting of them and was culturally responsive.  
Culturally responsive teaching was defined in this study as using the cultural frames of 
reference, background, previous experiences, and performance approaches of ethnically 
diverse students so that learning is more pertinent and effective for them (Gay, 2010).   
Table 13  
Demographic Variables 
School Afr.  Amer Hisp.   White Spec.  Ed. G/T Free/Reduced Lunch 
School One 19 3 0 3 2 22 
School Two 16 3 1 3 1 20 
Source: District Research Department, 2016.  Represents numbers of students, not percentages.  
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 The purpose of survey instruments 2 and 3 was to identify students' perceptions 
of their teachers' attitudes towards them in general.  As shown in the Tables 14 and 15 
below, questions ranged from statements regarding whether the students thought the 
teacher liked them to whether or not the teacher wants them to learn.  The tables identify 
the number of students who took the surveys at each school, and the mean and standard 
deviation based on a low score of 1 and a high of 4.  Information from teacher surveys 
were critical to understanding how the teachers see themselves.  Other data, including 
student achievement and teacher ratings were shown to help answer research questions. 
Table 14  
Descriptive Statistics School One Instrument 2 
 School One Student Responses n Min Max Mean Std.  Dev. 
1.  I think my teacher likes this school.    22 1 4 2.14 1.32 
2.  I think my teacher likes me.   22 1 4 3.27 1.202 
3.  My teacher talks to all the students in 
the class in a nice way.   
22 1 4 3.41 1.141 
4.  I think my teacher wants me to learn.   22 4 4 4 0 
5.  I feel that my teacher is happy when 
I am good in class.   
22 2 4 3.86 0.468 
6.  I feel my teacher wants me to do 
good in class.   
22 3 4 3.95 0.213 
7.  My teacher does not mind answering 
my questions.   
22 1 4 2.45 1.438 
8.  I learn when my teacher teaches me.   22 4 4 4 0 
9.  I feel my teacher likes to teach.   22 1 4 3.68 0.894 
10.  I feel I can use what I am learning.   22 1 4 3.73 0.767 
11.  My reading teacher helps me do 
better.   
22 3 4 3.91 0.294 
12.  I feel happy in my reading 
classroom.   
22 1 4 3.5 0.913 
13.  My reading teacher likes to hear 
what I have to say.   
22 1 4 2.64 1.465 
14.  My reading teacher is sad when I do 
not do well.   
22 1 4 2.68 1.492 
Valid N (listwise) 22         
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Table 15  
Descriptive Statistics School Two Instrument 2 
  
School Two Student Responses 
n*  Min  Max Mean Std.  Dev. 
1.  I think my teacher likes this school.   19 1 4 3.47 0.772 
2.  I think my teacher likes me.   19 1 4 3.37 0.831 
3.  My teacher talks to all the students in 
the class in a nice way.   
19 1 4 3.32 1.157 
4.  I think my teacher wants me to learn.   19 1 4 3.63 0.761 
5.  I feel that my teacher is happy when I 
am good in class.   
19 1 4 3.47 0.964 
6.  I feel my teacher wants me to do good 
in class.   
19 3 4 3.84 0.375 
7.  My teacher does not mind answering 
my questions.   
19 1 4 2.95 1.311 
8.  I learn when my teacher teaches me.   19 1 4 3.53 0.841 
9.  I feel my teacher likes to teach.   19 1 4 3.37 1.116 
10.  I feel I can use what I am learning.   19 1 4 3.37 1.165 
11.  My reading teacher helps me do better.    19 1 4 3.32 1.108 
12.  I feel happy in my reading classroom.    19 1 4 2.74 1.147 
13.  My reading teacher likes to hear what I 
have to say.   
19 1 4 3.32 0.885 
14.  My reading teacher is sad when I do 
not do well.   
19 1 4 2.84 1.344 
Valid N (listwise) 19         
* One survey was invalidated because many questions had multiple answers.   
Minimum (Min), Maximum (Max) 
  
 Additional data from both schools in Tables 16 and 17 below were used to 
determine students' perceptions of their teachers as culturally responsive.  Although the 
students were not exposed to the term "culturally responsive," the answers below helped 
to determine whether the teachers exhibited care and understanding of how to teach 
African American and other students of color.  These questions were divided by 
category.  Category/Section 1 of each table examined how the students at School One 
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perceived the teacher to be towards them personally.  The next Category/Section 2 had 
to do with classroom management and how the students felt about how all students were 
treated, if fairness was apparent, and whether the class was orderly and organized.  
Category/ Section 3 was related to how students felt about school climate, i.e., safety and 
communalism.  These ratings had a minimum score of 1 and a maximum score of 4.  
Important to note was that students did not feel safe at school and did not feel as if 
students get along well, an indication that school climate needs to improve. 
Table 16  
Descriptive Statistics School One Instrument 3 
 n Min Max Mean Std.  
Deviation 
Students' Perceptions of Teaching Method 
1.  My teacher calls on all students during 
reading time. 
21 1 4 2.52 1.289 
2.  My teacher likes me to work with others. 21 1 4 3.00 1.304 
3.  My reading teacher helps me in a way 
that does not shame me. 
21 1 4 3.52 .981 
4.  My teacher helps me learn to read 21 1 4 3.24 1.300 
Students' Perceptions of Classroom Management                                         
1.  My teacher keeps the classroom neat 
and clean. 
21 1 4 3.71 .717 
2.  My teacher treats everyone in the 
classroom the same way. 
21 1 4 2.95 1.284 
3.  The rules for everyone in the class are 
the same. 
21 1 4 3.38 1.203 
4.  My teacher makes it easy to read in 
reading class 
21 1 4 3.10 1.375 
Students' Perceptions of School Climate 
1.  My school is quiet and peaceful. 21 1 4 1.67 1.197 
2.  Most students at my school get along. 21 1 4 2.00 1.183 
3.  The principal knows my name. 21 1 4 3.52 1.030 
4.  I feel safe at my school. 21 1 4 2.48 1.436 
Valid N (listwise) 21     
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         Students at School Two received the same questions as the students at School 
One received.  As above, Table 17 below identifies the number of students in the class, 
the minimum and maximum rating/score that the survey question received, even if only 
one student used the rating, the mean for the group, and the standard deviation.  As 
shown above, the students in School Two below rated the school climate as low, 
especially in the areas of school safety and students getting along well with other 
students at the school, an indication that the school climate needs to improve, which 
may well be out of the teacher's control.  It was important to note that the majority of 
the students stated that the principal knows their name. 
Table 17  
Descriptive Statistics School Two Instrument 3 
 
 n Min    Max Mean Std. Dev 
Students' Perceptions of Teaching Method 
1.  My teacher calls on all students during 
reading time. 
20 1 4 2.90 1.210 
2.  My teacher likes me to work with others. 20 1 4 3.20 1.056 
3.  My reading teacher helps me in a way that 
does not shame me. 
20 1 4 3.35 .988 
4.  My teacher helps me to learn how to read. 20 1 4 3.35 1.089 
Students' Perceptions of Classroom Management 
1.  My teacher keeps the classroom neat and 
clean. 
20 1 4 3.35 1.137 
2.  My teacher treats everyone in the 
classroom the same way. 
20 1 4 2.65 1.424 
3.  The rules for everyone in the class are the 
same. 
20 1 4 3.10 1.334 
4.  My teacher makes it easy to read in 
reading class 
20 1 4 2.70 1.418 
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Table 17 Continued 
 
 Below, Table 18 identifies the perceptions of the two teachers of themselves as 
educators.  They also had a score from one to four, with four being the highest.    
Table 18  
Descriptive Statistics Teacher Survey Data     
 Sch. 1 Sch. 2 Mean Std. Dev. 
1.  I enjoy teaching my students. 4 4 4.00 .000 
2.  I think all students can learn. 4 4 4.00 .000 
3.  I think it is important to introduce students to different 
cultures. 
4 4 4.00 .000 
4.  I feel that my students like me. 4 4 4.00 .000 
5.  My classroom is a place of learning. 4 4 4.00 .000 
6.  I feel that my students love to read. 3 4 3.50 .707 
7.  I feel that I reach all of the students. 4 4 4.00 .000 
8.  I feel like my students trust me. 4 4 4.00 .000 
9.  I feel comfortable pushing the students to higher levels. 4 4 4.00 .000 
10.  I feel comfortable teaching all aspects of the 
curriculum. 
4 3 3.50 .707 
11.  I have all the professional development I need. 4 1 2.50 2.121 
12.  There is a network of support for me at work. 4 4 4.00 .000 
13.  I have a good relationship with the students' parents. 3 4 3.50 .707 
14.  I feel comfortable being evaluated by others. 4 4 4.00 .000 
15.  There are very few discipline problems in my 
classroom. 
4 1 2.50 2.121 
                                                                               n           Min      Max     Mean       Std. Dev 
Students' Perceptions of School Climate 
1.  My school is quiet and peaceful. 20 1 4 1.50 1.000 
2.  Most of the students at my school get 
along. 
20 1 4 1.95 1.234 
3.  The principal knows my name. 20 1 4 3.40 .995 
4.  I feel safe at my school. 20    1    4 1.90 1.165 
Valid N (listwise) 20     
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 All of these student and teacher perceptions were analyzed to determine how 
students perceive the teachers and how teachers perceive themselves as culturally 
responsive.  The question to be determined now is whether these teachers are effective or 
highly effective based on their ratings, but most importantly, student performance.   
Student Achievement Variables 
 Also analyzed were the scores from the middle of the year (MOY) and end of the 
year (EOY) assessments.  Student achievement using the MOY assessment timetable, is 
based on students in Tier 1 earning a score of 238 to 239.  Using the EOY assessment 
timetable, student achievement is based on students earning a Tier 1 score of 242 to 243.  
Figure 5 below shows the score ranges the students should have made during the MOY 
and EOY and the months these assessments are usually taken by the students. 
 
 
Source: Mathes, P., Torgesen, J. and Herron, J. (2016) 
Figure 5.   Third Grade BOY, MOY, and EOY 1 
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Below are the results of the IStation’s computer-adaptive assessments, known as 
ISIP™ for School One and School Two.  The MOY and EOY assessments were used 
because they were consistently available for the majority of the students in both classes.  
The majority of the students did not take the beginning of the year (BOY) assessment, 
but the majority of them took the MOY and EOY; therefore, student growth was 
measured using these assessments.  Of the students at School One, 100% of them took 
both tests.  Seventy-five percent of the students at School Two took both tests.  The 
timeframe for students to take the MOY assessment is December through January.  EOY 
assessments are generally given in April or May.  It is important to note the range of 
scores that should be scored by the students in third grade compared to actual student 
scores.   
Table 19  
School One - Paired Samples Statistics 
 Mean n Std.  Deviation 
Std.  Error 
Mean 
Pair 1 Final_ISIPER_MOY_Score 233.8914 22 15.63734 3.33389 
Final_ISIPER_EOY_Score 233.1805 22 15.09595 3.21847 
 
Table 20  
School Two - Paired Samples Statistics 
 Mean n Std.  Deviation 
Std.  Error 
Mean 
Pair 1 Final_ISIPER_MOY_Score 243.8327 15 12.24681 3.16211 
Final_ISIPER_EOY_Score 247.7993 15 10.78102 2.78365 
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 An additional student achievement variable that was analyzed were the results of 
the state assessment in Reading.  The data below identifies the percentage of students 
that met standard on the state assessment in Reading.  Table 21 identifies the percentage 
of students that met standard in the teachers’ rooms at School One and School Two, as 
well as a comparison to the other third grade students at the school.   
Table 21  
State Assessment Scores - School One and School Two 
Name of Group % Met Standard % Did Not Meet Standard 
School One Participating 
Third Grade Classroom 53% 47% 
School One All Third Grade 
Overall 38% 62% 
School Two Participating 
Third Grade Classroom 56% 44% 
School Two All Third Grade 
Overall 30% 70% 
  
 Teacher rating showed how teachers were rated based on their overall teacher 
evaluation by their principals, as well as the scores from the students' state assessment.  
In this school district, several variables are used to determine a teacher's appraisal rating.   
Table 22  
Teacher Appraisal Rating 
Teacher Score Rating 
School One 2.6 Effective 
School Two* * Exceeds Expectations/Distinguished 
School District data; * Self-report - new teacher data were not available from the 
previous year.   
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Testing the Research Questions 
 Descriptive and paired samples statistics were used to investigate the three 
research questions in this study.  The first survey was analyzed using mean scores to 
determine how students felt about themselves.  To investigate the first and second 
questions, the mean scores were compared to determine student perceptions of their 
teachers as culturally responsive.  Additionally, a paired t-test was used to determine 
whether the students did better with one teacher over another.  The level of significance 
.05 was used for each statistical analysis used in this study.  This is a commonly used 
level in analyzing results (Lundenburg & Irby, 2008).    
Quantitative 
Research Question 1 
Question 1.  What was the relationship between cultural responsiveness in 
teachers and their African American students' academic reading achievement? The first 
research question examined the results of the survey questions using survey instruments 
two and three.  On each of the questions (14 in survey two and 12 in survey three), the 
students were asked to rate whether they agreed or strongly agreed or disagreed or 
strongly disagreed about the statement regarding their reading teacher.  The answers 
were assigned number 1 for strongly disagree, 2 for disagree, 3 for agree, and 4 for 
strongly agree.  All of the questions were analyzed to answer research questions using 
mean and paired samples statistics.  The mean was used to determine how the students 
felt about their teachers as culturally responsive teachers.  The data from survey two 
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indicate that the students felt as if the teachers' overall mean scores were M = 3.373, SD 
= 0.829 at School one and M = 3.324, SD = 0.984 at School two.   
An analysis of the schools side-by-side in Table 23 below shows that students 
rated the teachers higher in different areas.  Also, some of the questions are correlated, 
based on the researcher's interpretation, to the nine learning dimensions of African 
American culture.  These are (a) spirituality - a belief in a higher power; (b) harmony - 
tied into respecting surroundings and getting along with one another; (c) affect - 
emotional expressiveness; (d) communalism - as social beings, desiring to interact with 
others; (e) movement expressiveness - preference toward active learning and hands-on 
activities; (f) verve - easily bored with routine; (g) expressive individualism - having a 
unique style; (h) orality - oral or verbal; likes to talk; and (i) social time orientation - a 
focus on events and when things happened rather than a specific time.  Table 23 also 
indicated the questions that were tied to the ethic of caring.  It was identified by the 
double asterisk.  The data were then analyzed tied to the "Tier 1" (Williams, 2015) 
African American cultural dimensions of communalism, movement expressiveness, 
verve, and orality.  A relationship was found to exist with the teacher who the students 
identified as having the highest mean of these characteristics.  As previously stated, 
Table 23 identified whether the questions are connected to the cultural characteristics 
and/or caring and whether they are not.   
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Table 23  
Comparison Data Schools 1 and 2 Instrument 2 
Instrument 2 Nine 
Areas 
School 
One 
Mean 
School One 
Std.  
Deviation 
School 
Two 
Mean 
School Two 
Std.  
Deviation 
1.  I think my teacher likes this 
school.    b 2.14 1.32 3.47 0.772 
2.  I think my teacher likes me.   d 3.27 1.202 3.37 0.831 
3.  My teacher talks to all the 
students in the class in a nice 
way.   
c 3.41 1.141 3.32 1.157 
4.  I think my teacher wants me to 
learn.   ** 4 0 3.63 0.761 
5.  I feel that my teacher is happy 
when I am good in class.   
b 3.86 0.468 3.47 0.964 
6.  I feel my teacher wants me 
to do good in class.   
d 3.95 0.213 3.84 0.375 
7.  My teacher does not mind 
answering my questions.   
h 2.45 1.438 2.95 1.311 
8.  I learn when my teacher 
teaches me.   -- 4 0 3.53 0.841 
9.  I feel my teacher likes to 
teach.   ** 3.68 0.894 3.37 1.116 
10.  I feel I can use what I am 
learning.   i 3.73 0.767 3.37 1.165 
11.  My reading teacher helps me 
do better.   ** 3.91 0.294 3.32 1.108 
12.  I feel happy in my reading 
classroom.   i 3.5 0.913 2.74 1.147 
13.  My reading teacher likes to 
hear what I have to say.   
h 2.64 1.465 3.32 0.885 
14.  My reading teacher is sad 
when I do not do well.   
c 2.68 1.492 2.84 1.344 
 
 This side-by-side comparison of the teacher at School One and the teacher at 
School Two show that students identified that they did not think that the teacher liked 
the school as much as the students at School Two thought that their teacher liked the 
school, which is tied to the cultural characteristic of harmony (respecting surroundings).  
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Additionally, all of the students at School One and School Two felt that their teacher 
wanted them to learn.  Even though it is not specifically tied to the nine characteristics, it 
is important to note whether or not the students felt their teacher wanted them to learn, 
which is tied to the ethic of caring.  Analyzing questions 7 and 13 for the School One 
teacher, which is tied to the characteristic of orality, a critical cultural component of 
these students.  Finally, question 14 received a lower score for both teachers, indicating 
that students do not feel as if the teacher is sad when they do not do well.  This could be 
an indication of care, but is also tied to affect or emotional expressiveness, indicating 
that the teachers may not have shown their emotions one way or another regarding the 
students' achievement.  
 Survey three also was shown in a side-by-side analysis of the schools that 
confirms a similar rating for both teachers in the survey.  Table 24 below identifies how 
the teachers were rated in comparison to one another.   Again, some of the questions are 
correlated, based on the researcher's interpretation, to the nine learning characteristics of 
African American students.  These are (a) spirituality - a belief in a higher power; (b) 
harmony - tied into respecting surroundings; (c) affect - emotional expressiveness; (d) 
communalism - as social beings; (e) movement expressiveness - preference toward 
active learning; (f) verve - easily bored with routine; (g) expressive individualism - 
having a unique style; (h) orality - oral or verbal; likes to talk; and (i) social time 
orientation - focus on events rather than time.  The nine dimensions were divided by 
tiers, with Tier 1 being the most used and identified.  Tier 1 dimensions are 
communalism, movement expressiveness, orality, and verve (Williams, 2015).  Other 
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areas shown in the Table 24 are tied to the ethic of caring**.  In this analysis, the teacher 
who demonstrated more Tier 1 cultural dimensions, based on the students' perceptions 
could be considered more culturally responsive than the one who do not. 
Table 24  
Descriptive Statistics Schools 1 and 2 Instrument 3 
 Nine 
Areas 
Sch.  
1 
Sch.  1 Sch.  
2 
Sch.  2 
Mean Std.  Dev. Mean Std.  Dev. 
Students' Perceptions of Teaching Method 
1.  My teacher calls on all 
students during reading time. 
h 2.52 1.289 2.90 1.210 
2.  My teacher likes me to work 
with others. 
d, c, h, i 3.00 1.304 3.20 1.056 
3.  My reading teacher helps me 
in a way that does not shame me. 
b, ** 3.52 .981 3.35 .988 
4.  My teacher helps me to learn 
how to read. 
i 3.24 1.300 3.35 1.089 
Students' Perceptions of Classroom Management 
1.  My teacher keeps the 
classroom neat and clean. 
b  2.52 1.289 3.35 1.137 
2.  My teacher treats everyone 
in the classroom the same way. 
d, h 2.95 1.284 2.65 1.424 
3.  The rules for everyone in the 
class are the same. 
d 3.52 .981 3.10 1.334 
4.  My teacher makes it easy to 
read in reading class 
-- 3.24 1.300 2.70 1.418 
Students' Perceptions of School Climate 
1.  My school is quiet and 
peaceful. 
a, b,  1.67 1.197 1.50 1.000 
2.  Most of the students at my 
school get along. 
a,  2.00 1.183 1.95 1.234 
3.  The principal knows my name. d 3.52 1.030 3.40 .995 
4.  I feel safe at my school. b 2.48 1.436 1.90 1.165 
Valid N (listwise)      
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 One note that should be made is that these are the students' perceptions of their 
teacher on one particular day.  These perceptions could change based on interactions 
with the teacher, classmates, principal, or other individuals they come across.  Based on 
the student perceptions of the teachers, it would seem as if the teachers are culturally 
responsive, with the mean for teacher 2 (M), being slightly higher than teacher 1 in the 
areas of communalism, movement expressiveness; verve; and orality.   
 Table 25 below can also be used to analyze questions one and two as it shows 
that the teachers had very similar perceptions of themselves as teachers, having a mean 
of 3.7, with a standard deviation of .424 (M, 3.7; SD, .424), with a statistical significance 
between the teachers perceptions of themselves; especially in the area of professional 
development needs and student discipline (M, 2.5; SD, 2.121). 
Table 25  
Descriptive Statistics Teacher Survey Data 
 
n Minimum Maximum Mean 
Std.  
Deviation 
Teacher 1 1 3 4 3.87 .707 
Teacher 2 1 1 4 3.53 2.121 
 
Research Question 2 
 Question 2.  How were the perceptions of African American students of their 
teachers being culturally responsive related to their reading achievement as measured by 
district approved assessment tests? To answer question two, an review of the district 
approved student assessment was used.  Students at School One had an MOY 
assessment score of 233.8914 and an EOY assessment score of 233.1805.  These 
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students had not attained the Tier 1 level that they should have earned by the MOY 
timeframe.  The students at School One did not take the BOY so it is difficult to 
determine the level they started; however, the mean EOY scores show that there was no 
growth from MOY to EOY, the students were not at the expected Tier 1 level, and the 
students actually showed a negative growth in that the mean score for the EOY was less 
than the MOY for School One.  On the contrary, at School Two the mean MOY 
assessment showed that the students were above the 3rd grade Tier 1 level at 243.8327.  
Additionally, the mean score for the EOY assessment showed that there was growth with 
a score of 247.7993, which is higher than is expected in Tier 1 for that grade level.    
Table 26  
Paired Samples Statistics IStation Mean             
IStation results for growth n Mean Std.  
Deviation 
Std.  Error 
Mean 
Final_ISIPER_MOY_Score 
School One 22 233.8914 15.63734 3.33389 
Final_ISIPER_EOY_Score 
School One 22 233.1805 15.09595 3.21847 
Final_ISIPER_MOY_Score 
School Two 15 243.8327 12.24681 3.16211 
Final_ISIPER_EOY_Score 
School Two 15 247.7993 10.78102 2.78365 
 
 Table 27 below provides a detailed assessment of the IStation results for growth 
between the schools.  Additionally, student scores on the district approved assessment 
test were used to answer research questions one and two.   
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Table 27  
 
Paired Samples Test for IStation - Significance 
IStation results for growth n t df Sig. Mean Diff. 
Final_ISIPER_MOY_Score 
School One 
Final_ISIPER_EOY_Score 
School One 
22 .515 21 .306 .71091 
Final_ISIPER_MOY_Score 
School Two 
Final_ISIPER_EOY_Score 
School Two 
15 1.947 14 0.036 3.967 
  
 Using a paired samples test for the IStation assessment, with p being less than 
.05, it was found that with School One, there was no significant difference between the 
score for the MOY and the EOY for the students, t (21) = .515, p = .306.  Student scores 
at School Two, using the same analysis for the IStation assessment, with p being less 
than .05, it was found that there was a  significant difference between the score for the 
MOY and the EOY for the students, t (14) = 1.947, p = 0.036.  The teacher at School 
Two was able to move the students from one level to another, improving student 
achievement. 
Research Question 3 
Question 3.  What was the relationship between a teacher being culturally 
responsive to students' needs and being identified as effective or highly effective? In 
order to answer this question, all preceding surveys were used to make this 
determination as well as a review of the teachers' previous year's teacher evaluation 
appraisal.  Table 28 below shows that Teacher 1 was considered Effective, with a rating 
of 2.6 out of a 4.0 score (see appendix F for details regarding teacher effective.  The 
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teacher at School Two was new to the district and had no summative rating from the 
district, but did provide, through self-report, the rating received from the previous 
district, which was Exceeds Expectations/Distinguished.   
Table 28  
Teacher Assessment Rating 2014 - 2015 
Teacher Score Rating 
School One 2.6 Effective 
School Two* * Exceeds Expectations/Distinguished 
School District data; * Self-report - new teacher data were not available  
 
Additional Analyses 
 I was very interested in whether or not the Tier 1 cultural dimensions would have 
a strong bearing in determining how the students perceived their teachers.  In order to 
further answer questions 1, 2, and 3, I did an analysis on the cultural dimensions from 
surveys 2 and 3 that were closely tied to Tier 1 dimensions of culture.  Tier 1 dimensions 
are: expressive movement.  communalism, orality, and verve.  Verve, especially, has 
been tied to success in African American student achievement and classroom 
management (Carter, et. al, 2008; Larke, et. al. 1996). From the analysis below, it was 
determined that the teacher at School Two had a higher mean from students who 
perceived the teacher to be culturally responsive than the teacher at School One, but 
there was no significant difference between the two scores.  As Table 29 below shows, 
the mean for School Two was higher at 3.18, while the mean for School One was 3.05.   
Using the t-test, it was determined that p >.05.  
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Table 29  
Analysis of Students Using Tier 1 Metrics 
Group 
Assignment 
n Mean Std.  
Deviation 
Std.  Error Mean 
2.0 19 3.18421 .398278 .091371 
1.0 21 3.05357 .638077 .139240 
 
Table 30  
Tier 1 Metrics Independent Samples Test 
 
 Levene's Test 
for Equality of 
Variances 
t-test for Equality of Means 
F Sig. t df Sig.  
(2-
tailed) 
Mean 
Difference 
Std.  Error 
Difference 
95% Confidence 
Interval of the 
Difference 
Lower Upper 
Overal
l Mean 
 
 
Equal 
variances 
assumed 
5.27  .027 .767 38 .448 .131 .1703 -.214 .475 
Equal 
variances not 
assumed 
 
  .784 33.
94 
.438 .131 .1665 -.208 .469 
  
 Additionally, as previously stated, the school climate was low at both schools.  In 
addition to the answers regarding how the students felt about the schools, both schools 
were located in financially challenged, schools and communities.  Crime was extremely 
high in these communities.  One of the schools was located in a neighborhood that had 
been identified as number four on the list of the 25 “most dangerous neighborhoods in 
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America.” The other school was within the community holding number fifteen on the list 
of most dangerous neighborhoods the next year.  These factors could greatly influence 
the students' perceptions of safety and school environment, as evidenced by their 
responses to the survey regarding not feeling safe at the school.  Although out of the 
teachers' control, this information was used to find out how students felt about their 
environment. 
 Also, it cannot be stated enough that although there are characteristics of African 
American culture that can be readily identified, each student is an individual and should 
be treated as such.  During the observations, it was clear that the teachers had an 
understanding of students as individuals, as well as students in a cultural environment. 
Summary 
 The quantitative results chapter began with an introduction of the statistical test 
that would be analyzed and used.  It also provided the order that the data would be 
presented.  It began with demographic data on the students so that the reader would have 
a clear understanding of the types of students who would be participating.  The 
demographic data were followed by an analysis of the surveys that were taken by both 
the students and the teachers.  This chapter reintroduced the research questions and tied 
them to the results.   Individual t-test of items, as well as mean assessments were 
completed to understand the students’ perception of teacher cultural responsiveness and 
student achievement.   
 Results from the student surveys revealed that there was only a slight statistical 
difference between student perceptions of Teacher 1 and Teacher 2.  The students rated 
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the teacher at School One slightly higher than they rated the teacher at School 2. These 
results were not necessarily surprising. An analysis of the qualitative data allowed me to 
gain insight into why students scored their teachers they way they did on the surveys and 
how what I observed could be interpreted based on the students' academic achievement 
(Onwuegbuzie & Leech, 2004).  Addressed in the nine dimensions of African American 
culture as harmony and communalism, the students may have scored their teacher high 
so that I, as the researcher, would have a good impression of her or the female teacher 
may have been seen as a mother figure. A deeper dive into the Tiers of cultural 
dimensions was used to determine which teacher had a better understanding and grasp of 
the correct culturally responsive pedagogy needed to reach each student.  A review of 
the student assessment data revealed that students at School Two outperformed the 
students at School One and had significant growth with the teacher.  Results of the 
qualitative data analysis are presented in the following chapter (Hernandez, 2004, p.  122 
as referenced in Lunenburg & Irby, 2008).   
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CHAPTER V 
PRESENTATION AND ANALYSIS OF DATA: QUALITATIVE 
Introduction 
 This study intended to investigate the relationship between a teacher’s cultural 
responsiveness and their African American students’ achievement, especially in reading.  
The study also intended to determine if African American students' perceptions of their 
teachers as culturally responsive was linked to their achievement and if teachers of 
African American students are effective or highly effective based on their level of 
cultural responsiveness. 
 The observations of the classrooms were used to gather information from the 
teacher and the students regarding the research questions.  From these observations, I 
was able to generate themes that emerged from the data tied to African American 
cultural dimensions and how students feel about their teachers.  The themes that 
emerged are racial uplift, anxiety, communalism, movement expressiveness, orality, and 
verve.  The observations also provided some perspective about how I felt the students 
may score on the upcoming state assessment based on the interactions of the teachers 
and students.  Additionally, although I did not perform formal interviews of the teachers; 
the informal conversations and unstructured interviews (Creswell, 2003) allowed me to 
understand the teachers' perspectives, what they are trying to accomplish for their 
students, and how this information was tied to the research questions.   
 In addition to observing the teachers and students as they interacted with one 
another, I also used what I observed regarding how the students interacted with one 
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another.  I also got a good sense of the area by driving around the community and 
walking around the school.  The rationale for this was because the survey questions 
included questions about how they felt about the school, I thought it was a good idea to 
see the school for myself.  Additionally, viewing the neighborhood community provided 
insights into the likely home lives of the students.   
Qualitative Research Design 
 As previously stated, I wanted to be able to validate what the quantitative data 
was telling me by comparing it with what I was able to gather from the qualitative data 
through observations, unstructured interviews, and interactions with the teachers and 
students.  In my role as district grant writer, I was constantly reviewing data.  The data 
consistently showed me that in every grade level, on almost every test, African 
American students were not scoring as high on the state assessment as other students in 
the district. The gap between Black and White students continued to widen.  In 
reviewing the data, the percentage of African American students in special education 
classes was disproportionately higher than other ethnic groups in the district, and 
disproportionately lower than other ethnic groups, except for Hispanic students, in gifted 
and talented G/T classes. The students had more than 50% of the discipline referrals, but 
made up only one quarter of the enrollment.  As a former teacher of students of color 
that did well, as the mother of three successful college-educated children, as a 
grandmother of a child who was reading by age 3 (as my own children did), and as one 
who continues to interact with and support African American youth to make a difference 
in the world, these disparities disturbed me and I believed that there were strategies that 
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could be used that could turn around these statistics and produce high-achieving, well-
rounded citizens of color.  
Research Questions 1 and 3 
 Research Question 1 - What was the relationship between cultural responsiveness 
in teachers and their African American students' academic reading achievement?  
 Research Question 3 - What was the relationship between a teacher being 
culturally responsive to students' needs and being identified as effective or highly 
effective?  
The final information used to determine cultural responsiveness were the 
classroom observations.  Detailed accounting of what was observed in the classrooms is 
shown below.  The theme of the classes revolved around racial uplift, anxiety, 
communalism, movement expressiveness, orality, and verve.   In both classes, students 
worked in groups with other students under the guidance of the teachers (orality and 
communalism).  Additionally, the teachers had several activities going on at one time in 
the classroom where the students had an opportunity to move from one group to another 
and interact with their peers (orality, verve, and movement expressiveness).    
There were marked differences between the teaching styles of each teacher.  
Additionally, although it was obvious that both teachers wanted their students to succeed 
and do well, there was a difference in the rigidity of the classroom from one teacher to 
another.  Both expected the students to behave well, and for the most part both sets of 
students did; however, in one class the students exhibited more comfortable behaviors 
with one teacher than the other.  The behaviors that exhibited comfort, ease, and less 
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stress were noted as students, smiling, humming, and sitting on their knees in the chairs, 
as opposed to bottom in the chair.  Those behaviors that exhibited discomfort were: 
furtive glances towards the teachers and more serious demeanors (anxiety), although this 
could be caused by the students making an extra effort to "be good" for the visitor in 
their teacher's classroom.  Both sets of classrooms had student work exhibited on the 
walls and the rooms were decorated with college paraphernalia from well-known 
African American schools (racial uplift).  The final observation that I had was the day of 
the final survey.  By that time the students were familiar with me, as I had been a fairly 
silent fixture in their classrooms for a while.  When I visited the classrooms, I sat in the 
back or on the side of the room.  When I initially began the observations, the teachers of 
each class introduced me to the students and let them know why I was there.  During my 
visits, the students would smile shyly at me or wave slightly.  They eventually became 
used to seeing me there, so they were very responsive, cooperative, and well-behaved 
when I administered the test.   
 Before my initial observations, I met with each of the teachers.  During these 
unstructured interviews, I was able to ask the teachers quite a few questions about who 
their students were. During this time, we also decided which group would be the best 
group of students to observe and why. Answers as to why ranged from: (a) the students 
were the most responsive; (b) the classrooms had more African American students than 
the other classrooms that they taught; (c) the classrooms were more diverse than the 
other classrooms that they taught; and (d) the teacher thought the students would be able 
to adjust well to having a stranger in the room, that they were "used to it."  I also asked 
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how long each teacher had been in the profession and at the school.  That is where I 
learned that one of the teachers was new to the school, although not new to the 
profession.  The other teacher had been at the school for several years.  I explained why I 
was there and that I was looking to find out whether or not the teachers were culturally 
proficient or responsive and I explained what that was.  I purposefully did not ask the 
teachers about their teaching styles or any questions that I thought would make them feel 
intimidated by my presence.  As an administrator from the central office, I did not want 
the teachers to feel as if I were evaluating them.  Once I explained in detail what I was 
going to be doing during the next few months, we went over the protocols that I had 
established and the teacher consent forms.  The teachers had an opportunity to ask me 
questions about the protocol and consent forms.  During this meeting, the teachers 
signed the consent forms.  The consent forms included permission to observe the 
classroom and to interview the teachers (see Appendix).  We also identified the best 
dates and times for me to observe their classrooms.  I did not perform any unscheduled 
observations.  The observations were scheduled with and approved by the teachers and 
the school principals.  The information that follows was used to determine the answers to 
research questions one and three. The themes that emerged (racial uplift, anxiety, 
communalism, movement expressiveness, orality, and verve) are highlighted near the 
area of the narrative where the theme was addressed. 
School One Grade 3 Observation 1 
 About the school - School One Elementary School is located in the heart of Third 
Ward in Houston, Texas, an urban, high-poverty area of the city.  It is located within the 
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zone of the zip code listed as number fifteen of the twenty-five highest crime zip codes 
in America.  The community surrounding the school shows the poverty.  Looking at the 
homes and areas around the school, you will note the "shotgun" houses, dilapidated 
buildings, and unkempt parts in the community.  The school, itself is an older building, 
was originally built in the 1910's and received upgrades in the 1960's and a final one in 
1980, but no additional upgrades have been done since then, and it shows the wear.  In 
order to get into the building, you have to be beeped in.  High, locked gates keep 
outsiders out and students in.  Teachers' and administrators' cars are behind these high, 
locked gates as well.  
 When I entered the room, the students were sitting on the floor in the reading 
corner listening to the teacher read Charlotte's Web.  I sat in a corner of the room so as 
not to disturb the classroom, but so that I could easily observe and hear what was going 
on in the classroom.  The students were listening intently.  One little boy called out 
about a distraction, but the teacher quickly rerouted him and kept reading.  As the 
teacher read, the teacher stopped to ask the students questions.  The students responded 
to her questions with their interpretation of what they thought was meant in the story.  
The teacher then allowed the students to "turn and talk" (orality; communalism) Then 
the teacher counted down to get their attention and answer the question.  When the 
teacher asked the question again and the students' answers were not satisfactory, the 
teacher rephrased with, "Don't you think...," providing them with the correct answer in 
her question.  The students stated yes.  Another student gave his opinion.  The teacher 
continued to read, the students listened.   When this assignment was over, the students 
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went back to their seats.  At this time, the teacher introduced me to the students.  I asked 
her if I could speak to them. She said yes and I explained to the students why I was 
there, and thanked them for allowing me to observe them and for turning in the consent 
forms signed by their parents.  I let them know that I would be back to observe again.  I 
went back to my seat.  
 The class consisted of one African American female teacher and 7 African 
American boys, 12 African American girls, 1 Hispanic boy, and 2 Hispanic girls.  The 
room is filled with students' work (racial uplift).  There were a lot of book reports on tri-
fold boards showing African American leaders such as Coretta Scott King, Elijah 
McCoy, and Madam C.  J.  Walker (racial uplift).  The room was brightly colored.  
There was a t-shirt on the wall from Prairie View A.  & M.  University (racial uplift).  
The individual student desks were placed together in groups of four or five and facing 
each other (communalism).  Although the teacher did not reference the students this way 
verbally, on the board were references to students as scholars (racial uplift).   
 On this particular day, a student was late to class.  The teacher sharply asked the 
student "Where's your tardy pass? Where's your homework."  He slunk to his seat. The 
students took a restroom break.  They lined up according to the teacher's instructions.  
The teacher called them by name to allow them to get in the line.  The students were not 
allowed to line up until the teacher called the student's name.  The teacher gave them a 
new line order and they waited patiently while the teacher lined them up.  The teacher 
turned on her timer to allow students to go to the restroom.  They had to wait until every 
student had their arms folded in the school fold.   
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 The students came back from their break.  I was sitting at a desk in a student's 
seat, so I relocated to another area of the room so the student could have that seat.  The 
students began a reading game, called Around the World.  Although the game was called 
"Around the World," the students stayed at their desks in one location. The teacher 
passed around the instructions and the reading activity to the students.  The teacher sat in 
a chair in the middle of the students.  The teacher asked questions, the students called 
out answers.  After instructions were given, the students read silently.  The teacher let 
them know that the teacher was timing them and that they were to read by themselves.  
The teacher stood up to monitor the kids.  The teacher walked around the room.  The 
teacher put up a shield (a folder opened up like a sideways tent) in front of one of the 
male African American students who may have  been distracted by or a distraction to (?) 
the students around him.  The teacher walked over to one student and tapped her on the 
shoulder.  The teacher did not say a word.  The student stopped doing what she was 
doing and went back to work.  The students continued to work.   
 The teacher turned on a projector in preparation of going over the information.  
Students read the front and back of the document in preparation for the discussion.  The 
same little African American girl the teacher spoke to earlier, stood up to write her 
sections.  The teacher walked over to her, but did not interrupt her.  The little girl 
continued to read and work while standing (movement expressiveness).   
 Someone came in to speak with the teacher.  The teacher explained what the 
students were doing to the person.  The other person began walking around the room as 
well.  The timer rang and the teacher began to ask questions about what they read.  The 
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students participated and called out what they read.  The teacher called on a particular 
student.  One student received a warning for misbehaving.  The students yelled out and 
the teacher asked them to raise their hands.  The teacher called out students' names.  
Then the teacher gave them instructions on the game.  Each table was to work with one 
another (communalism).  They would have three minutes to answer questions.  The 
students are engaged in the activity.  Both teachers walked around to assist the students.   
 One student is assigned as the door opener.  The students continue the 
conversation about what they read as they continued the reading game.  The teacher 
continued to go from table to table, providing encouragement as needed.  Then the 
assignment allowed the students to move around (movement expressiveness, verve).  
The students stand when they are done.  Now the students move to another table.  The 
teacher instructs them on where to go.  The students move to the next table.  They 
continue to discuss the information on the cards.  The students are sitting comfortably on 
the chairs normally and on their knees.  All students are engaged.   
 The teacher stepped out to talk to another teacher.  The co-teacher continued to 
work with the students.  The children moved around and got a little loud.  The teacher 
walked back in the give them direction.  The students quieted down.  They stood next to 
their seats and moved to the next area.  The students are reviewing the next section.  A 
group of students had to be corrected by the teacher.  The students calmed down and 
went back to work.  The students are very noisy, and it could be interpreted as a good 
noise, except the teacher is talking over the students, and a couple of students are 
'shhing' one another (anxiety).  This goes on for quite a while.  When I listened back to 
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the events on tape, there seemed to be a lot of noise, but not a lot of teaching and 
learning.  Some of the students are standing at their chair desks, some of them are sitting 
down.  All of them seem to be engaged.   
School One Grade 3 Observation 2 
 When I come back for the second observation at the same School One of the 
same classroom of students, the students are working in stations.  There are 16 students 
in the room at this time.  Three Hispanic students, the rest are African American.  Five 
of the students are working with the teacher, four of the students are getting books to 
read.  Other students are working in pairs regarding the reading.  The students seem 
engaged in the activity.  The students have a rhythm in that they all seem to know that to 
do (verve).   
 There is a name on the board under "Detention" for a student who may have 
misbehaved.  Most students are reading in pairs (communalism, orality).  One student is 
reading alone.  The room is bright and colorful.  Words are all over the room.  There is 
the hum of students interacting with one another.   
 The students switched and the group that was working with the teacher went to 
independent reading and another group of five students went to work with the teacher.   
The floors could use a good cleaning.  There is quite a bit of paper on the floor.   
 The teacher made table assignments for the students.  The students are working 
quietly on their assignment.  They are free to walk around the room (communalism).  
There is an air of comfortableness in the room.  The students are smiling and responding 
well to the teacher.   It is an older building.  In order to get to the classroom, you have to 
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access it directly from outside.  Most of the shades in the room are down, however, there 
is one shade that is open.  It looks out on the neighborhood street.  Across the street is  a 
dilapidated "shanty" or shotgun house with a lot of trash and junk in the yard.  People 
are hanging out on the rickety porch.  There are several houses in this same condition 
within eyesight of the students in the classroom.   
 Two little girls next to me are reading aloud in unison.  When the teacher offers 
treats to the group, one of the students reading next to me got up to get another treat.  
The students working with the teacher were fully engaged.  The teacher continued to 
allow the students to work quietly on their assignment.  Periodically, the teacher asked 
the students a question related to the work.  A couple of students expressed excitement 
regarding an answer.   
 One student has his head down on the desk.  His hand had  been raised earlier.  
The student may have been ill.  His head was still down throughout the class period.  He 
may have needed to use the restroom.  When it was restroom time, he quickly moved to 
get in line to go to the restroom.  The students line up to go to the restroom.  When the 
students line up appropriately, the teacher praises the students and calls many of them by 
name.  For those that are not conforming, she counts backwards.  They eventually line 
up to go to the restroom.   
School Two Grade 3 Observation 1 
 About the school - School Two Elementary School is located in a neighborhood 
in the southeastern part of Houston, Texas, another urban, high-poverty area of the city.  
It is located within the zone of the zip code listed as number four of the twenty-five 
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highest crime zip codes in America in the year before School One's neighborhood rating.  
The houses surrounding the school, although high poverty, do not show the poverty as 
the homes surrounding the previous school.  Looking at the homes and areas around the 
school, you will note the small wood and brick homes, a few dilapidated buildings, and 
some unkempt parts in the community, but you have to go deeper into the neighborhood 
to see the real poverty.  There are some businesses in the area, noted as barber and 
beauty shops, a soul food restaurant and barbeque place around the corner. The school, 
itself is an older building, was also originally built in the 1910's.  During my research, I 
was unable to find out if additional upgrades or a newer building had been completed, 
but the building showed the wear.  The school, facing a major street and surrounded by 
deep ditches, meant that you had to park in the school parking lot.  In order to get into 
the parking lot, you had to be allowed in.  High, locked gates keep outsiders out and 
students in.  Teachers' and administrators' cars are behind these high, locked gates as 
well.  
 I arrived a little early, but when I walked in the room, the students were in 
groups, (literacy circles) with student-teachers or assistants helping some of the groups 
(communalism, orality).  The teacher had the largest group.  He was reading a story 
aloud to the children while they followed along.  There were four stations.  One was 
outside the door, where the students were sitting cross-legged with a student teacher and 
three stations were inside the classroom.  The room was filled with children's work 
(racial uplift).  The room was colorful and the students were focused.  Although this was 
not the group of students that I would be observing, since I was there, I thought it would 
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be important for me to note how he treated all students.  
 Once the story was over, the teacher had the students share out what happened in 
the story (orality).  The teacher was seated at the table with the students at first, but then 
moved around the table to hear their perspective.  There were 16 students in the class on 
that day - 9 boys, 7 girls, 3 Hispanic, 1 White, 12 African American.   
 The students were fully focused on what the teacher was saying.  They were 
sitting on their knees, on their bottoms, in ways that show their comfort level with the 
teacher (lack of anxiety).  The students who were working with the teacher were fully 
engaged.  The teacher referred to the students as scholars, friends, etc. (racial uplift).   
 Students in other groups were working on worksheets.  Then they switched.  The 
students the teacher was working with moved to another group (verve, communalism, 
orality, movement expressiveness).  The teacher let the students know what would be 
happening next.   The teacher moved to work with another group.  Additionally, there 
were several teachers/facilitators in the room, including two college students, who 
moved to the student groups (communalism).  The temperature was pleasant, not too hot 
or too cold.  There was a fan in the corner of the room.  The windows were closed.   
 The teacher praised the students for the work for that day.  This group of students 
would be moving to another class.  The teacher had the students thank the college 
students for coming to work with them that day.  The college students left. The teacher 
had the students put the class back in order (harmony).   
 A new group of students entered the room.  This was the group of students that I 
would be observing.  The teacher allowed me to introduce myself.  When I introduced 
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myself, I explained to the students why I was there, and thanked them for allowing me to 
observe them and for turning in the consent forms signed by their parents.  Then the 
students from the tables sat on the reading rug to begin their lesson.  In order to make the 
teacher look good, the students were very well behaved.  The students shared out with 
their partners what they already know about fiction (orality, communalism).  The 
students quietly talked to each other about it.  Now the teacher had one aide/assistant 
helping him.  The projector in the room had fallen down from the wall, so he created a 
screen for the information he wrote down for his  students.  These students were very 
intelligent.  There were 18 students present.  10 girls and 8 boys.  One Hispanic girl and 
one Hispanic boy.  The rest of the students were African American.  The students were 
dressed in their uniforms in the school color of beige, yellow, and black. 
 After the reading circle assignment, the students went quietly back to their seats.  
The teacher passed out their paper and provided instructions.   The teacher went to each 
group to confirm that they understood the instructions (communalism).  It is obvious that 
the teacher respects the students and they respect him.  This was demonstrated by the 
teacher's demeanor towards the students and the fact that the teacher personally went to 
each student group's table to give them instructions.  The teacher read a story aloud to 
the children while they followed along.  All students were focused on reading silently.  
You could hear the pages turn as they moved through the passages.  Some of the kids 
laughed at the funnier parts of the passage.  Once the teacher finished reading the story, 
the teacher gave the children time to think so that they could share out.  The teacher 
walked around providing support to the students.  The teacher's assistant helped as well.  
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The teacher called the students by their names.  Not only did the teacher tell them how to 
do it, but demonstrated  it to them (modeling).  The teacher allowed the students to do 
the work, then they shared out (orality).  The teacher provided positive feedback to the 
students for their work and redirected them when they provided an incorrect answer.   
The class used a thinking map to identify characters and infer what was going on 
(scaffolding).  The children are allowed to go to the restroom on their own.  They would 
go to the area where the restroom pass was, pick it up, and go to the restroom.  The rest 
of the class continued to work.   
 The students were free to move around (movement expressiveness).  The room 
started to get warm.  A couple of students began to fan.  The teacher did a quick review 
by letting students share out what they learned.  The teacher walked by each student to 
check for understanding.  The teacher picked up the paper and asked the students to get 
in "test mode." The teacher provided instructions to the students.  As the students took 
the test, the teacher walked around making positive comments to the students.  The 
teacher turned the fan on and placed six minutes on the timer.  The teacher continued to 
walk around the room.  Students that completed the assignment were given activity 
packets for STAAR.  Students had participated in several different activities during my 
visit (verve). 
School Two Grade 3 Observation 2 
 The students were sitting on the ground on the reading mat around the teacher, 
who was also sitting on the floor.   The subject matter was poetry.  They were introduced 
to words like misconception and inference.  The teacher was teaching about finding the 
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answer regarding how to answer the question.  Two additional students were in the room 
that I previously observed bringing the total to 20 students.  One of these students was a 
White female.  The students were answering questions.  A student misbehaved.  The 
teacher waited until the students were focused on him.  The teacher stated his 
expectation about  behavior.  The teacher modeled what was expected.  The teacher 
introduced new words and explained what they meant.  The teacher redirected students 
that were out of order.  The students finalized the last work and moved to their tables for 
group work.   
 The students were divided into two groups (orality), both overseen by a teacher 
or an aide.  One student was sitting to the side, apart from the other students.  He is not 
interacting with other students.  The student did not interact with anyone during my visit. 
 One student went to her backpack for something.  The teacher asked her to be 
seated.  She began to cry.  The teacher acknowledged her distress and let her know that 
she would be assisted soon and would be able to get what she needed.  
 The teacher highlighted a student who was ready first.  The students celebrated 
her by clapping under the direction of the teacher (communalism).  The teacher provided 
instructions to the students about what they would be doing.  The teacher had the class 
justify how they came up  with their answer.  The class was learning critical thinking.  
The students were sitting comfortably over the chairs.  The teacher continued to refer to 
the students as scholars.  The teacher allowed students to be facilitators (movement 
expressiveness, orality, communalism, verve).  The teacher gave the strategies to the 
students.  The teacher redirects students if they misbehave, calling them by first name.   
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Students are moving around (movement expressiveness).   Two other students were on 
the floor. 
 The teacher had another person in the room, perhaps team-teaching or an aide.  
The students consistently worked together in teams (communalism, orality).  The teacher 
asked the student facilitators to have the students share what they learned. The students 
got ready to go. 
 When I spoke with the teacher after the class during an unstructured interview, 
the teacher divulged to me that he had written a book on diversity and inclusion. I asked 
additional questions regarding his work.  He explained that the book was one of the 
reasons why he wanted to move from the suburban school to the urban school.  He stated 
he wanted to make a difference in the lives of students of color.  
The Surveys 
 At School One, I asked the teacher to step out of the room while I spoke with the 
students about the surveys and what we were about to do.  The students were very 
cooperative and quietly read the questions on the surveys silently while I read them 
aloud.  The students were very well-behaved and each time several different students 
helped me collect the surveys before I left.  I thanked them for their time and 
cooperation.   
 At School Two, the teacher was absent the day I gave the final surveys to the 
students.  There were three adults in the room.  I had seen them on other visits to the 
classroom, so I inferred that they were either aides or team teachers who took the class in 
his absence.  On this particular day, the room was so hot that the students and teachers 
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were sweating.  The air conditioner had ceased to work in this older, less up-to-date 
building.  The adults in the room decided to move the students to a cooler location, 
which happened to be the library.  Once we settled in the new location and I had passed 
out the survey, a fire alarm sounded and we had to go outside.  It was obvious from the 
behavior of the students as we went outside and waited to re-enter that the teacher has 
instilled high expectations for the students.  They were one of the better behaved 
students as they waited.  Once we went back into the library, I passed the surveys out 
again.  I had picked them up before we exited, just in case.  Once the students had the 
surveys, as I did with the students in School One and each time they were given, I read 
the questions aloud while the students read them silently.  Since the teacher was not 
present, I did not ask these adults to leave the room.  Once I started reading the 
questions, one of the adults started walking around to see how the students were 
answering the questions.  I should have asked them to step out of the room as I did with 
the teacher in School One; although her walking around did not seem to distract the 
students, but they were very interested in the results regarding how the students felt 
about their teacher.  The students were very well-behaved and when the survey was 
completed, they helped me collect the surveys before I left.  I thanked them for their 
time and cooperation.  They continued with their lesson in the library.   
Themes that Emerged 
 Racial uplift was observed through the artifacts in the classroom, including 
pictures of famous African American historical and current figures.  It was also 
demonstrated through the posters from Historical Black Colleges and Universities 
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(HBCUs) around the room.  Racial uplift was also demonstrated by the amount of 
student work on the walls and bulletin boards.  Showing their work gave the students a 
sense of pride, much like the sense a child receives when the parent places the school 
work on the refrigerator door.  The teacher at School Two frequently referred to the 
students as scholars.  I noted that the teacher at School One used scholar on the board 
regarding the student objectives, but the teacher did not refer to the students as scholars.  
Both teachers did call students by name, both for positive and negative behaviors.  As 
time progressed, and the teachers and students became more comfortable with me in the 
room as a level of trust had been established, one of the teachers spoke to a particular 
African American student in a negative way, telling the student to "shut up." I did not 
react. 
 Anxiety was observed from the students as they focused on the upcoming state 
assessment test.  The teachers also seemed to be anxious as they pushed the students to 
understand the concepts better.  The teacher at School Two introduced a larger quantity 
of higher order thinking skills strategies than did the teacher at School One.  The 
students at School One seemed to be watching my reaction to their behaviors and the 
teacher more that did the students at School Two.  
 Communalism was demonstrated in the way that both rooms were set up.  The 
students did not sit in desks, they sat at individual tables that when turned could allow 
the students to work in groups of four or more.  Each time I observed the students, for 
the majority of the class period, the students worked in groups.  Students were allowed 
to work together and interact with one another.   
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 Orality was demonstrated through the opportunities that the students had to 
interact with and talk to their peers and the teachers regarding the assignments.  Students 
worked together in teams, talking though the problem-solving activities with one 
another.  Students being provided with opportunities to facilitate the work was also a 
good way to allow students to talk with one another in a constructive manner.  
 Movement expressiveness and verve were shown by the students being able to 
move freely about the room.  The teacher created opportunities for the students to move 
around and interact with other students in the classroom.  In order to keep the students 
from being bored, various activities were completed within the class period.  Both 
teachers provided numerous activities per each class period.  
Summary 
 This chapter provided the details of the qualitative information derived from the 
observations of the classroom and the unstructured interviews with the teachers.  It 
highlighted the themes that emerged from this qualitative data of racial uplift, anxiety, 
communalism, movement expressiveness, orality, and verve. During the observation 
phase, the Teacher at School Two demonstrated more patience with the students and I 
was able to observe more culturally responsive teacher behaviors.  I did not observe the 
Teacher at School Two raise a voice towards the students, although I did observe a 
sharpness of tone from the teacher at School One to the students.  When that occurred, 
the student was very embarrassed.  He went back to his table and put his head down on 
the desk.  Overall, both of the teachers seemed to be culturally aware of their students, 
but from my observation, the teacher at School Two demonstrated more cultural 
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responsiveness in their interaction with the students than did the teacher at School One, 
by demonstrating the strategies of scaffolding and allowing the students to move around 
the classroom, as well as having several varied activities within the class period.  As 
stated previously, the teacher at School Two had various other adults providing 
assistance.  Because of this support, the students were able to move from table to table 
and group to group to complete different assignments.  The majority of the time the 
teacher at School One was alone with the students, except for only one of the times that I 
observed the class, so the students had to work mostly in large groups or alone.     
 It was interesting to me to note that the students scored the female teacher as 
higher on the surveys although the female was more rigid.  An example of the rigidity 
was the fact that the students at School One were not allowed to go to the restroom until 
all students were standing in line at the door with their hands in the school position.  The 
students at School Two had the freedom to get the hall pass from the hook and go to the 
restroom on their own.  The teacher at School One also raised her voice at the students 
and I did not note the teacher at School One raise his voice during my visit.   
 One critical fact that I found out on the last day of data gathering was that the 
teacher at School Two had written a book on cultural proficiency and inclusion! 
Although not surprising based on the student achievement exhibited by his students, I 
felt that was an important piece of information for me to know beforehand, although it 
allowed me to do the research without knowing that Teacher 2 could be considered an 
expert on cultural responsiveness and student achievement.  The next chapter will 
 137 
 
provide a discussion of the findings, implications for practices, and recommendations for 
further research.   
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CHAPTER VI 
SUMMARY, DISCUSSION, AND CONCLUSIONS 
Introduction 
 This final chapter provides a summary of the study, a discussion of the findings, 
implications for practice, and recommendations for further research.  The purpose of 
these sections is to provide a better understanding of the concepts and discoveries that 
were presented in the study.  This section is meant to provide information on what this 
means to the education field in regard to improving academic achievement for African 
American and other students of color and the importance of having a culturally 
responsive educator teaching the students.  This section will provide a culminating 
statement regarding the purpose of this study and what it attempted to find. 
Summary of the Study 
 Students who do not read proficiently by the third grade have a higher dropout 
rate and a lower graduation rate than students who were reading proficiently by the third 
grade (Hernandez, 2011).  The academic achievement of African American students has 
been discussed and considered to be a major concern of educators for many years 
(Fantuzzo, et al, 2012; Ladson-Billings, 1994, 1995, 2009; Taylor, 2012; Webb-Johnson, 
2010; Woodson, 1933).  The growing achievement gap between African American 
students and White students, especially in reading, continues to widen (National 
Assessment of Educational Progress (NAEP), 2013).  In a large urban school district in 
Texas.  the achievement gap between African American and White students in the third 
grade on the most recent administration of the state assessment in reading was 25 
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percentage points, 26 points in grade six, and by the time the students reached their first 
End of Course exam (EOC) at the end of ninth grade, the gap had grown to 32 
percentage points. 
Purpose of the Study 
 The purpose of this study was to explore if there is a relationship between a 
teacher’s cultural responsiveness and their African American students’ achievement, 
especially in reading.  Additionally, I wanted to determine if African American students' 
perceptions of their teachers as culturally responsive was linked to their achievement and 
if teachers of African American students are effective or highly effective based on their 
level of cultural responsiveness.  I assumed that highly effective and effective teachers 
are more culturally responsive than teachers who are considered ineffective or highly 
ineffective.   
Research Questions 
Three specific research questions were answered in my study: 
1.  What was the relationship between cultural responsiveness in teachers and 
their African American students' academic reading achievement? 
2.  How were the perceptions of African American students of their teachers 
being culturally responsive related to their reading achievement as measured by district 
approved assessment tests? 
3.  What was the relationship between a teacher being culturally responsive to 
students' needs and being identified as effective or highly effective? 
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Theoretical Framework 
The theoretical framework of culturally responsive pedagogy for this study was 
coined by Gloria Ladson-Billings in 1995.  Ladson-Billings stated that a culturally 
responsive pedagogy allows students to (a) experience academic success; (b) develop 
and/or maintain cultural competence; and (c) develop a critical consciousness through 
which they challenge the current status quo of the social order" (p.  160).  A culturally 
responsive teacher develops "personal and interpersonal awareness and sensitivities, 
learning specific bodies of cultural knowledge, and mastering a set of skills that taken 
together, underlines effective cross-cultural teaching" (Diller & Moule, 2005, p.2) that 
effectively serves diverse students. 
Methods 
Purposive sampling (Denzin & Lincoln, 2000; Hays & Singh, 2012; Patton, 
2002) was used to choose the students to be studied and the schools they attended.  The 
sample for this study was comprised of forty-two students in third grade reading classes 
at two predominately African American schools in similar racial, low socioeconomic 
neighborhoods.  More than 85% of the students at these schools receive free- and 
reduced-meal prices in the school lunch program.  The classrooms of students at these 
schools were selected primarily because of their low socio-economic status and high 
percentages of African American students enrolled.  Three separate surveys were given 
to the students using a Likert scale with the choices of: 4 = strongly agree; 3 = agree; 2 = 
disagree; 1 = strongly disagree.  The first instrument was a survey of student’s 
perception of themselves as learners.  The second and third instruments were surveys 
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used to determine students' perceptions of their teachers as culturally responsive.  The 
fourth instrument was a survey taken by the teachers to determine how the teachers felt 
about their students and themselves.  The teacher survey also used a Likert scale with the 
choices of: 4 = strongly agree; 3 = agree; 2 = disagree;  1 = strongly disagree.  The fifth 
instrument used was the district approved student assessment tool through IStation.  I 
also reviewed teacher evaluation/appraisal ratings.  I performed a number of 
observations of the classrooms in order to compare what was stated on the survey 
instruments to what I observed in the class.   
Findings 
 The first research question was answered using the results of the survey 
questions from survey instruments two and three.  On each of the questions (14 in survey 
two and 12 in survey three), the students were asked to rate whether they agreed or 
strongly agreed or disagreed or strongly disagreed about the statement regarding their 
reading teacher as being culturally responsive.  Question one was answered using mean 
and paired samples statistics.  The mean was used to determine how the students felt 
about their teachers as culturally responsive teachers.  An independent t-test was 
performed to answer the question.  It was found that there was no significant difference 
in the perceptions of students from the surveys of their teachers at School one and 
School two using survey instruments two and three.   
 The second research question was answered using the MOY and EOY results of 
the district approved student assessment.  Student scores at School Two, using the 
analysis for the IStation assessment, with p being less than .05, it was found that there 
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was a  significant difference between the score for the MOY and the EOY for the 
students, t (14) = 1.947, p = 0.036.  The teacher at School two was able to move the 
students from one level to another, improving student achievement.  Based on the 
student scores on the MOY and EOY, the teacher at School one did not. 
The third research question was answered using a review of the teachers' 
previous year's teacher evaluation appraisal.  Teacher 1 was considered Effective, with a 
rating of 2.6 out of a 4.0 score (see appendix F for details regarding teacher 
effectiveness).  The teacher at School Two was new to the district and had no summative 
rating from the district, but did provide, through self-report, the rating received from the 
previous district, which was Exceeds Expectations/ Distinguished.  Exceeds 
Expectations/Distinguished is equivalent to Highly Effective in the current district. 
Discussion of the Findings 
When teachers understand African American culture, they can become more 
culturally responsive and meet the needs of African American students (Cole, 2008; 
Gay, 2010).  This was a statement that I felt was true in the beginning, and I still feel it is 
true.  Although there was only marginal significance in some areas and no significance 
in others based on the students’ perceptions implied through their answers on the survey, 
the information gathered from this research was extremely important.  The fact that the 
teacher who was able to get the most growth and student achievement from the students 
had received training on cultural proficiency and had written a book on diversity and 
inclusion (from a cultural perspective) demonstrates the importance of cultural 
proficiency.  Although I did not know that the teacher had written this book until the end 
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of the study, it made an important point to me.  In retrospect, I am glad that I did not 
know this information about the teacher; it may have tainted my opinion.  As such, it 
only verified the need for and the importance of cultural proficiency training.  Gloria 
Ladson-Billings in her article Toward a Theory of Culturally Relevant Pedagogy (1995) 
suggested that educational practices should match the children's culture.  I believe that 
the teacher and the school leadership must ensure that the students are learning as they 
should be.  Ladson-Billings places the responsibility of educating the youth on the 
teacher and does not make it the student's fault.  She states that culturally responsive 
teachers should: (a) have good self-esteem; (b) be a part of the community (even if they 
do not live there); (c) give back to their community; (d) believe that all students can 
learn; (e) help students make connections to the world around them; (f) like teaching 
children (enjoy their work); and (g) know how to move students from one level to the 
next.   
Williams (2015) stated that culture mediates learning, meaning that a teacher 
must understand the culture of the students so that they can reach the student in a manner 
that allows for high academic achievement.  The teacher must talk to the students, even 
young ones, about racism and its impact on their lives (racial uplift).  The teacher needs 
to talk to the parents to find out what their home life is like.  Through my observations, it 
was apparent that the Teacher at School Two knew quite a bit about every child in the 
class, providing anecdotes and stories about many of the children in the room.  I also had 
an opportunity to observe him interact with parents and the parents with their child. 
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 The observations were critical to my findings.  The comfort level of both 
teachers with their students demonstrated that they were used to the students; however, 
the teacher at School two knew who the students were.  The teacher at School two knew 
who the students were regarding their home life and who was raising them.  This teacher 
took time after school to tutor and work with the students.  For example, during one of 
the after school tutorials, I walked downstairs with the teacher to wait for the parents to 
pick up their students.  When the parent arrived, the teacher had a lengthy conversation 
with the parent, and it was obvious that the parent knew, respected, and listened to the 
teacher.  I observed this interaction as they discussed how the student was doing and 
what would be needed for the student to be successful for the rest of the year.  The 
student hearing the conversation understood two things: 1) the parent respected the 
teacher and 2) the teacher cared enough to mention challenges the student was having 
with the parent so that they can do better. 
 This interaction reminded me of when I was a teacher.  I taught seventh grade at 
a low performing inner-city, urban school with high percentages of African American 
students.  I remember the first week of school I contacted every parent, introduced 
myself, and said at least one nice thing about each child to the parent.  This small contact 
helped me tremendously.  First of all, it made a strong impact to the parent letting them 
know that I cared about their child and wanted their success.  Secondly, it helped me to 
ensure that I had the correct contact information for each parent if I should need it later.  
Middle school students are notorious for giving false information.  So if I did happen to 
get the wrong number, I would come back the next day and let each student know how 
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much I enjoyed talking to their parents and for those who had given me the wrong 
number I would state to the group, "Johnny, the number you gave me was to Jack-in-the-
Box." The students would laugh, but I would get the right number and they understood 
that I valued connecting with their families.  I would call periodically throughout the 
year, just to give parents an update and a good word about their students.  It also gave 
me an advantage when the students misbehaved because I had already proven that I 
cared about the students and when I had to call parents regarding behavior, I would get 
results.  Caring was critical.  The ethic of care is necessary to infuse into the teaching.  
As Noddings (1984) states, the student must be more important than the subjects we are 
teaching them.  Pang, et al (2011) connected the ethic of care to cultural responsiveness.  
Noguera (2003) notes that when teachers have supportive relationships with students, 
that include the ethic of caring and accountability, African American students can be 
successful.   
 The student ratings regarding school climate were concerning as well.  In order 
to advance the academic success of the students in schools, it is incumbent upon the 
principal, as the instructional leader of the school, to ensure that the proper evidence-
based pedagogical strategies, such as project-based learning, scaffolding, and 
differentiated instruction are used to increase the academic achievement of all students, 
including students of color.  Rigor, relevance, and relationships are key to ensuring the 
success of African American students (Ladson-Billings, 2009), as well as the importance 
of community and family as contributing to the success of the students.  It is also 
important that the students feel safe and supported.  Although the principals were open 
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to allowing me to observe their teachers, I had little contact with the principals and 
rarely saw them other than to thank them for allowing me to come to their campuses to 
observe their teachers.  In the surveys, a majority of the students did state that the 
principals know their names, but the students scored the school poorly in critical areas 
such as safety and peacefulness, and whether or not the students “get along” with one 
another.   
 Teachers who exhibit authentic caring "have high expectations and will settle for 
nothing less than high achievement" (Gay, 2010, p.  49).  Many of the questions in the 
survey were related to caring.  As previously stated, caring is not about lowering 
standards or allowing students to do less than others, it means making sure the 
curriculum is rigorous and that students have an opportunity to learn at the level where 
they are, and be treated as competent beings (Delpit, 1995, 2006; Gay, 2009; Ladson-
Billings, 2010).  The expectations of the teacher, both low and high, make a difference 
as to whether the student feels he/she can excel (Cole, 2008; Darling-Hammond, 1997; 
Delpit, 1995, 2006; Gay, 2010; Ladson-Billings, 1995). 
 The most important message that I received regarding the findings from this 
research is that students who are taught by a culturally responsive teacher can perform 
well and can become successful members of society.  From the literature, I have learned 
that the culture of schools for students of color must be changed so that students begin to 
regard school as a place that will nurture and support them.  Overwhelmingly, 
researchers continue to point to cultural relevancy, proficiency, and/or responsiveness as 
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one of the most important components of good teaching and being able to reach African 
American and other students of color and make a difference in their lives. 
Implications for Practice 
 In the era of the Every Student Succeeds Act (ESSA, 2015), the focus is on 
providing success for every student.  In the statute, several areas provide language 
related to making sure that all students are successful and have access to effective 
teachers, including:  
 ‘‘(1) DESCRIPTIONS.—Each State plan shall describe -  
‘‘(B) how low-income and children of color enrolled in schools assisted under 
this part are not served at disproportionate rates by ineffective, out-of-field, or 
inexperienced teachers, and the measures the State educational agency will use to 
evaluate and publicly report the progress of the State educational agency with 
respect to such (except that nothing in this subparagraph shall be construed as 
requiring a State to develop or implement a teacher, principal, or other school 
leader evaluation system); 
 ‘‘SEC.  2001.  PURPOSE.  ‘‘The purpose of this title is to provide grants to 
State  educational agencies and subgrants to local educational agencies to—  
 (4) Provide low-income and students of color with greater access to effective 
 teachers, principals, and other school leaders. 
 ‘‘(v) Developing, improving, and implementing mechanisms to assist local 
 educational agencies  and schools in effectively recruiting and retaining teachers, 
 principals, or other school leaders who are effective in improving student 
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 academic achievement, including effective teachers from underrepresented 
 minority groups and teachers with disabilities..." 
 This language guides practice in that states and local education agencies must 
follow it.  If African American and other students of color are to succeed, they must 
have access to effective and highly effective teachers.  Teachers are by far the most 
powerful school-based factor in a student’s academic success or failure.  Well-prepared 
teachers and effective principals have strong influences on student achievement that can 
overcome other influences on the student, such as poverty, language background, and 
ethnicity (Darling-Hammond, 1999).   
 The findings of this study are important because they point to the fact that a 
teacher who is culturally responsive can make a strong academic impact on a child, 
especially African American and other students of color.  The gaps in achievement 
between African American and other students have continued to widen.  If more students 
had culturally responsive teachers who were effective or highly effective, I believe that 
the gap could close.  Unfortunately, the majority of the schools where many African 
American and other students of color are low income, high-needs schools that many 
teachers choose not to go to teach.  More teachers need to receive cultural 
responsiveness training in order to reach the students in their care.   
 It is critical for teachers to be cultural responsiveness towards their African 
American students in order to increase their academic achievement and is necessary for 
people to understand one another and be culturally responsive in everyday life.  Most 
recently, race related police shootings, confrontations, and incidents involving people of 
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color, especially African Americans, has demonstrated that there is a strong need for 
people to understand the culture and behaviors of people of other races, especially 
people of color.  If police officers understood the characteristics or dimensions of 
African Americans, for example, they would not fear or be intimidated if a young Black 
male approached him or her.   In America, White privilege and equity issues have kept 
many African American and other people of color from excelling economically and 
educationally.  If teachers and other authority figures would become culturally proficient 
and or responsive, there would be greater opportunities for African American and other 
people of color to excel. 
 The achievement gap continues to widen.  And it will continue to widen as long 
as those in authority and in power do not make an effort to improve the lives of students 
by teaching in a culturally responsive manner.  Teaching in a culturally responsive 
manner does not come automatically.  Teachers must receive professional development, 
training, and other supports in order to know how to use this strategy well.  Culturally 
responsive teaching is more than putting posters and pictures of prominent African 
Americans and other people of color on the walls of the classroom.  It is more than 
allowing the students to use rhythm and music in their learning.  It has more to do with 
knowing how to reach the students at a deeper level and helping them understand that 
what they are learning is practical for everyday use.   
As previously stated, African American students learn better using scaffolding, 
differentiated learning, and project-based learning.  They like to know that what they are 
learning can make a difference in their lives and in the lives of their families.  African 
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American families are communal; therefore, it is important to include family and the 
community in the interactions with the students.  Understanding the students and 
eliminating fear can greatly contribute to the success of the students.  Students know, 
even at a young age, if the teacher does not like them, fears them, or looks down on 
them, and they act accordingly.   
Teachers need to know how to redirect and guide the student to success.  It can 
be done.  Caring is one of the key factors in reaching these African American students.  
Another factor is realizing that although there are several dimensions of African 
American culture that each student is an individual and should be treated as such.  
Everyone wants to know that they matter.  Teachers who help students understand that 
they can be successful and who demonstrate caring, will have more success with the 
student than the teacher who demonstrates that they have given up on the student and 
that they do not care about the student's educational future. 
Recommendations for Further Research 
 The goal of this study was to determine if students perceived their teachers to be 
culturally responsive. This was determined through survey results and was tied to 
whether or not the students improved academically.  The results demonstrated some 
differences, however no statistically significant differences were demonstrated on the 
perspectives of the students about their teachers and what was discovered regarding their 
academic achievement.   The responses of students at both schools indicated that the 
students liked their teachers and that their teachers liked them.   Although students at 
School Two had high academic achievement based on the district approved student 
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assessment and the other school did not, there were only minor differences in the mean 
of the perceptions of students from one school to the other.  Additionally, the sample 
size was such that it may not have truly represented how students felt about their teacher.   
The student and teacher observations highlighted what the research of previous experts 
has shown, that a culturally responsive teacher can make a great difference in the lives of 
students.  As stated previously, I saw indicators of cultural responsiveness such as 
scaffolding, group work, and allowing students to move around the room.   
Although there was a strong attempt to ensure that the questions of the survey 
were on a third grade reading level, and I read the questions to the students, they still 
may not have fully understood each question.  Additionally, because research does bear 
out regarding the teacher effectiveness and student achievement, different questions may 
have garnered different responses from the students.  I will continue to pursue this 
research with larger groups at a later time, because it is imperative that educators 
understand the importance of being an effective or highly effective teacher who is also 
culturally responsive.   
 Additionally, I will pursue opportunities to write grants to support this research.  
The Department of Education, as well as other federal entities, including the Department 
of Justice and the Department of Labor continue to provide funding opportunities to 
advance all students, especially those that are behind academically.  The Department of 
Education asks for innovative ideas that will close the achievement gap.  The 
Department of Labor provides grant opportunities to enhance the educational capacity of 
the future workers in this diverse society.  Many of these grants are focused on 
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increasing the academic achievement of their future workers, most of which will be non-
White students based on the demographic shift of America.  The Department of Justice, 
especially through the Department of Juvenile Justice, provides opportunities for school 
districts, foundations, and others to receive funding to support keeping students, 
especially students of color, out of the penal system through educational designs.   
 In September, 2016, XQ The Super School Project, a project founded by Laurene 
Powell Jobs, wife of the late Steve Jobs of Apple fame, through the Emerson Collective 
awarded ten grants to innovative schools in the America.  These grants were in the 
amount of $10,000,000 to be used over a period of ten years.  The purpose of this 
funding is to allow teachers, students, school leadership, parents, and community 
members to “reimagine’ school.  The projects are all focused on project-based learning, 
a key strategy for reaching African American and other students of color.  The idea of 
this project is to help make school a place where kids want to be.  The Ford Foundation 
has set aside millions of dollars to fund projects that support inequality, making a 
commitment to social change.  Other grant opportunities of this type are available 
through other funding sources, both governmental, corporations, and foundations.   
Conclusions 
 The findings of this study brought to light the necessity of ensuring that teachers 
are culturally responsive if the school districts have a real desire to make a difference in 
the lives of students.  The investigation revealed that it is possible to move African 
American and other students of color from one level to another and close the 
achievement gap of these students.  It revealed that something that was being done by 
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one teacher could be accomplished by other teachers.  The literature suggests that a 
culturally responsive teacher can move the academic achievement level of students by 
understanding how they learn and knowing how to get this message across to students 
(Delpit, 2006; Gay, 2010; Ladson-Billings, 2009; Williams, 2015).   
 The fact that the students of the teacher who was considered more culturally 
responsive did much better on the district-wide reading assessment and the state 
assessment than the students of the teacher who did not use as many of the strategies and 
ideals of cultural responsiveness points to a need for more professional development, 
training, and resources for teachers.  Also as important, a greater percentage of students 
of the teachers from both schools scored higher than the school as a whole.   
 No longer can we state that “those children don’t want to do better” or “those 
students can’t do any better.” It is incumbent on the teacher and the school leadership to 
ensure that students are taught in a manner that best suits how they learn best.  Culturally 
responsive pedagogy is a key component to helping African American students succeed 
in school.  This pedagogy must be based on the characteristics or dimensions listed by 
Boykins (1983) of (a) spirituality; (b) harmony; (c) affect/emotional expressiveness; (d) 
communalism; (e) movement; (f) verve; (g) expressive individualism; (h) orality; and (i) 
social time orientation.  These characteristics are best demonstrated through project-
based learning and other strategies that allow students to have a reason for or give 
meaning to what they are learning.  These strategies must be shared with teachers in 
order for them to be done correctly; therefore, it is imperative that teachers and school 
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leaders receive professional development and training on how to implement these 
strategies.   
 Researchers continue to drive home the fact that rigor, relevance, and 
relationships are key to ensuring the success of African American students (Delpit, 1995, 
2006; Gay, 2010; Ladson-Billings, 1995, 2006, 2009; Noguera, 2003).  Rigor, in that the 
work should not be watered down for the students, relevance, in that it should relate to 
the cultural dimensions of African American students and racial uplift, and relationships, 
in that the teachers should care more about the students that the subject being taught.  It 
is possible to effective teach African American and other students of color.   
 The solution to this problem of practice can reduce the number and percentage of 
African American students being suspended and receiving other disciplinary infractions.  
It can reduce the percentage of African American students placed in special education 
and increase the percentage of African American students in G/T programs.  A culturally 
responsive pedagogy, effectively used by a caring teacher, can close the achievement 
gap and level the playing field for all students.   
 
 155 
 
REFERENCES 
Alridge, D. P. (2003). The dilemmas, challenges, and duality of an African American 
educational historian. Educational Researcher. 32 (9), 25 - 34.  
 
Anderson, J. (1988). Common schools for Black children: The second crusade, 1900-
1935. The education of Blacks in the South: 1860-1935. Chapel Hill, NC: The 
University of North Carolina Press. 
 
Bai, M. (2010, July 24). Race: Still too hot to touch. The New York Times, Retrieved 
 from http://www.nytimes.com/2010/07/25/weekinreview/25bai.html?_r=0. 
 
Banks, J. A. & McGee, C. A., (1989). Multicultural education: Issues and  perspectives.  
 Needham Heights, MD: Allyn & Bacon. 
 
“Beginnings of Black education,” The civil rights movement in Virginia, Retrieved from
 http://www.vahistorical.org/civilrights/education.htm. 
 
"Black Lives Matter," Retrieved from http://blacklivesmatter.com/about/. 
 
Blanchett, W. J. (2006). Disproportionate representation of African American students in 
 special education: Acknowledging the role of White privilege and racism. 
 Educational Researcher, 35(6), 24 - 28. doi: 10.3102/0013189X035006024 
 
Blanchett, W. J. (2010). Telling it like it is: The role of race, class, & culture in the 
 perpetuation of learning disability as a privileged category for the White middle  
 class. Disability Studies Quarterly. 30(2), Retrieved from http://dsq-
 sds.org/article/view/1233/1280. 
  
Blankstein, A. M. & Noguera, P. (2015). Achieving excellence through equity for  every 
 student.  In Blankstein, A. M. and Noguera, P. (Eds.), Excellence through equity. 
 (pp. 3 - 30). Sage: Thousand Oaks, CA. 
 
Boykin, A. W. (1983). The academic performance of Afro-American children. In J. 
 Spence  (Ed.), Achievement and achievement motives (pp. 324-337). San 
 Francisco: Freeman.  
 
Boykin, A. W. (2004) Closing the majority/minority achievement gap: Insights from 
 research. The Aspen Institute Congressional Forum, Washington, D.C. 
 
Boykin, A. W., & Noguera P. (2011). Creating the opportunity to learn: Moving from  
research to practice to close the achievement gap. Alexandria, VA: ASCD. 
 
 156 
 
Bridgeland, J. M., DiIulio, J. J., & Morison, K. B. (2006). The silent epidemic: 
 Perspectives of high school dropouts. A special report for the Bill & Melinda 
 Gates Foundation. Washington, DC: Civic Enterprises. 
 
Brookings Institute (2015). Retrieved from https://www.brookings.edu/wp-
 content/uploads/2014/11/20141215_diversity_explosion_frey_transcript.pdf. 
 
Brown vs. Board of Education, Retrieved from  
 http://www.ourdocuments.gov/doc.php?flash=true&doc=87  
 
Carter, N. P., Hawkins, T. N., & Natesan, P. (2008). The relationship between verve and 
 the academic achievement of African American students in reading and 
 mathematics in an urban middle school. Educational Foundation, Winter-Spring, 
 29 - 46. 
 
City, E. A., Elmore, R. F., Fiarman, S. E., & Teitel, L. (2009). Instructional rounds in 
 education: A network approach to improving teaching and learning. Cambridge, 
 MA: Harvard Education Press 
 
Codrington, J., & Fairchild, H. H., (2012). Special education and the mis-education of 
 African American children: A call to action. A position paper of the Association 
 of Black Psychologists. Retrieved with special permissions from 
 http://www.abpsi.org/pdf/specialedpositionpaper021312.pdf 
 
Cole, R. W. (Ed.) (1995). Educating everybody's children: Diverse teaching strategies 
 for diverse learners. What research and practice say about improving 
 achievement. Alexandria, VA: ASCD. 
 
Cole, R. W. (Ed.) (2001). More strategies for educating everybody's children. 
 Alexandria, VA: ASCD. 
 
Cole, R. W. (Ed.) (2008). Educating everybody's children: Diverse teaching strategies 
 for diverse learners, Revised and expanded 2nd edition. Alexandria, VA: ASCD. 
 
Cotton, Kathleen, (1991). Educating urban minority youth: Research on effective 
 practices. School improvement research series, Office of Educational Research 
 and Improvement (OERI), U.S. Department of Education.  
 
Creswell, J. W. (2003). Research design: Qualitative, quantitative, and mixed methods 
 approaches. Thousand Oaks, CA: Sage Publications. 
 
Dantley, Michael E. (2005). African American spirituality and Cornel West's notions of 
 prophetic pragmatism: Restructuring educational leadership in American urban 
 schools. Educational Administration Quarterly, 41 (4), 651-674. 
 157 
 
Darling-Hammond, L., (1997). The right to learn: A blueprint for creating schools that 
 work. San Francisco, CA: Jossey-Bass. 
 
Darling-Hammond, L. (2000). Teacher quality and student achievement: A review of 
 state policy evidence. Education Policy Analysis Archives, 8 (1). 
 
Delpit, L., (1995, 2006). Other people's children: Cultural conflict in the classroom. 
 New York, NY: The New Press. 
 
Denslow, Katie (2000). The ability of teachers to close the minority achievement gap 
 through multicultural teacher training. Carlton College. 
 
Denzin, N. K. & Lincoln, Y., (Eds) (2000). Handbook of qualitative research. (2nd ed.). 
 Thousand Oaks, CA: Sage. 
 
DiAngelo, R. (2016). What does it mean to be White? Developing White racial literacy.  
New York, NY: Peter Lang. 
 
Diller, J.V. and Moule, J. (2005). Cultural competence: A primer for educators. 
 Belmont, CA:  Thomas Wadsworth.  
 
Dougherty, E., & Barth, P. (1997).  How to close the achievement gap. Education Week. 
 Retrieved from 
 http://www.edweek.org/ew/articles/1997/04/02/27dough.h16.html 
 
DuBois, W.E.B. (1932, 1962). Black reconstruction in America. New York: World 
 Publishing.  
 
Duncan, G. J., Magnuson, K. A., & Votruba-Drzal, E. (2014). Boosting family income 
 to promote child development. The future of children. 24 (1), 99 - 120. Retrieved 
 http://futureofchildren.org/futureofchildren/publications/journals/article/index.x
 ml?journalid=81&articleid=603&sectionid=4227. 
 
Edmonds, R., (1979). Effective schools for the urban poor. Educational Leadership,  
 37 (1), 15-27. 
 
Education Week, (2016). Retrieved from http://blogs.edweek.org/edweek/learning-the-
 language/2016/08/students_are_more_diverse_teachers_aren't.html?plckFindCo
 mmentKey=CommentKey:b99e4b3e-8fcd-479d-8c9b-581429c7b8c0.  
 
Every Student Succeeds Act, 114 U.S.C. §1177 (2015 - 2016). Retrieved from 
 http://www.ed.gov/ESSA. 
 
 158 
 
Fantuzzo, J., LeBoeuf, W., Rouse, H., & Chen, C., (2012). Academic achievement of 
 African American boys: A city-wide investigation of risk and resilience. Journal 
 of School Psychology, 50 (5), 559 - 579.  
 
Fiester, L., (2013). Early warning confirmed: A research update on third grade reading. 
 A report written for the Annie E. Casey Foundation, Baltimore, MA. 
 
Ferguson, R.  F., (2001). Cultivating new routines that foster high achievement for 
 all students: How researchers and practitioners can collaborate to reduce the 
 minority achievement gap. ERS Spectrum. 19 (4), 34 - 41. 
 
Fish, J. M., (2010). Cultural misunderstandings. Psychology Today, Retrieved from: 
 https://www.psychologytoday.com/blog/looking-in-the-cultural-
 mirror/201005/cultural-misunderstandings. 
 
Fish, J. M., (2013). The myth of race. Montclair, NJ: Argo Navis Author Services.  
 
Ford, D., (2012). Culturally different students in special education: Looking 
 backward to move forward. Exceptional Children, 78 (4), 391 - 405. 
 
Fordham, S. (1988). Racelessness as a factor in Black students’ school success: 
 Pragmatic strategy or pyrrhic victory? Harvard Educational Review, 58, 54–84. 
 
Franklin, J. H. & Moss, A. A. (2000). From slavery to freedom: A history of African 
 Americans. New York, NY: Random House, Inc. 
 
Freire, P., (1970). Pedagogy of the oppressed. New York, NY: Continuum International. 
 
Frey, W., (2014). Diversity explosion: How new racial demographics are remaking 
 America. Washington, D. C.: Brooking Institution Press. 
 
Garmezy, N. & Masten, A. S. (1991). The protective role of competence indicators in 
 children at risk. In E. M. Cummings, A. L. Greene, & K. H. Karraker (Eds.), 
 Life-span developmental psychology: Perspectives on stress and coping (pp. 151-
 74). Mahwah, NJ: Lawrence Erlbaum. 
 
Gay, G. (2010). Culturally responsive teaching: Theory, research, & practice. New 
 York, NY: Teachers College Press. 
 
Graves, J., (2008). Deeply embarrassed White people talk awkwardly about race. The 
 Stranger. Retrieved from http://www.thestranger.com/seattle/deeply-
 embarrassed-white-people-talk-awkwardly-about-race/Content?oid=9747101.  
 159 
 
Greenberg, J. (2015). 10 Examples that prove white privilege protects White people in 
 every aspect imaginable. Everyday Feminism.  Retrieved from:  
 http://everydayfeminism.com/2015/11/lessons-white-privilege-poc/. 
 
Hanley, M. S. & Noblit, G. W. (2009). Cultural responsiveness, racial identity and 
 academic success: A review of literature. A paper prepared for The Heinz 
 Endowments.  
 
Harry, B., Klinger, J. K., Sturges, K. M., & Moore, R. F. (2002). Of rocks and soft 
 places: Using qualitative methods to investigate disproportionality. In D. J. Losen 
 & G. Orfield (Eds.), Racial inequity in special education (pp. 71 - 92. 
 Cambridge, MA: Harvard Education Press. 
 
Hays, D. G. & Singh, A. A. (2012). Qualitative inquiry in clinical and educational 
 settings. New York, NY: The Guilford Press. 
 
Hernandez, D. J., (2011). Double jeopardy: How third grade reading and poverty 
 influence high  school graduation. A special report from the Annie E. Casey 
 Foundation. Baltimore, MD: Annie E. Casey Foundation. 
 
Hill, A. L. (2012) "Culturally responsive teaching: An investigation of effective 
 practices for African American learners". Dissertations. Paper 353. 
 Retrieved from: http://ecommons.luc.edu/luc_diss/353. 
 
Holloway, J. C. and Keppel, D. (2007). Black scholars on the line: Race, social science, 
 and American thought in the twentieth century. Notre Dame, IN: University of 
 Notre Dame. 
 
Houston ISD Teacher Appraisal and Development System (HISD TADS) (2015).  
 
Howard, T. C. & Terry, C. L. (2011). Culturally responsive pedagogy for African 
 American students. Teaching Education, 22(4), 345-364. 
 
Institute of Education Science, (2011). Baseline analyses of SIG applications and SIG-
 eligible and SIG-awarded schools. Retrieved from 
 http://ies.ed.gov/ncee/pubs/20114019/sec_2.asp 
 
Ismail, Z. & Majeed, A. (2011).  Student Self Esteem and Their Perception of Teacher 
 Behavior: A Study of Class Grouping System in Pakistan.  International Journal 
 of Business and Social Science.  2(16), 103 - 113. Retrieved from 
 http://ijbssnet.com/journals/Vol_2_No_16_September_2011/12.pdf 
 
 160 
 
iStation Report (2009). IStation’s indicators of progress early reading reliability and 
 validity evidence. The Institute for Reading Research, Southern Methodist 
 University. 
 
Jaynes, G. D. & Williams, R. M. (1989). A common destiny: Blacks and American 
 society. Washington, DC: National Academy Press. 
 
Kozol, J. (2005). The shame of the nation: The restoration of apartheid schooling  in 
 America.: New York City, NY: Random House.  
 
Ladson-Billings, G. (1995). Toward a theory of culturally relevant pedagogy. American 
 Educational Research Journal, 32 (3), 465 - 491. 
 
Ladson-Billings, G. (1995). But that's just good teaching! The case for culturally 
 relevant pedagogy. Theory into Practice, 34 (3). 
 
Ladson-Billings, G. (2006). From the achievement gap to the education debt: 
 Understanding achievement in U.S. schools, Educational Researcher, 35 (7), 3-
 12. 
 
Ladson-Billings, G. (2009). The dreamkeepers: Successful teachers of African 
 American children. San Francisco, CA: John Wiley & Sons. 
 
Larke, P., Webb-Johnson, G., & Carter, N. P. (1996).  Effective classroom management 
 in culturally diverse classrooms:  Strategies for educators.  Teacher Educators 
 Journal, 6(1), 42-55. 
 
Lederach, J.P. (1995). Preparing for peace: Conflict transformation across cultures. 
 Syracuse, NY: Syracuse University Press. 
 
Lesnick, J., Goerge, R., Smithgall, C., & Gwynne J. (2010). Reading on grade 
 level in third grade: How is it related to high school performance and college 
 enrollment? Chicago, IL: Chapin Hall at the University of Chicago. 
 
Li, J. & Karakowsky, L. (2001). Do we see eye-to-eye? Implications of cultural 
 differences for cross-cultural management research and practice. The Journal of 
 Psychology, 135(5), 501-517. 
 
Li, N. and Hasan, Z. (2010). Closing the achievement gap: Strategies for ensuring the 
 success of minority students. National Teacher Education Journal, 3 (2), 47. 
 
Lincoln, Y.S. & Guba, E.G. (1985). Naturalistic Inquiry. Newbury Park, CA: Sage 
 Publications. 
 
 161 
 
Loewen, J. W. (1995, 2007). Lies my teacher told me: Everything your high school 
 history textbook got wrong. New York, NY: Touchstone Publishing. 
 
Lunenburg, F. C. and Irby, B. J. (2008). Writing a successful thesis or dissertation: Tips 
 and strategies for students in the social and behavioral sciences. Thousand Oaks, 
 CA: Corwin Press. 
Luibrand, S. (2015). How a death in Ferguson sparked a movement in America. 
 Retrieved from http://www.cbsnews.com/news/how-the-black-lives-matter-
 movement-changed-America-one-year-later/ on October 26, 2015. 
 
Mathes, P., Torgesen, J. and Herron, J. (2016). Technical Report: IStation’s Indicators of  
Progress, Early Reading V4. Computer Adaptive Testing System of Continuous 
Progress Monitoring of Reading Growth for Students Pre-K to Grade 3. 
 
Milofsky, C., (1974). Why special education isn't special. Harvard Educational Review, 
 44 (2), 437 - 458. 
 
Mitchell, A. B., (2008). Self-emancipation and slavery: An examination of the African .
 American Studies, Journal of Pan African Studies. Penn State University. 
 
Murphy, J. and Hallinger, P. (1985). Effective high schools - What are the common 
 characteristics? NASP Bulletin 69, 18-22. 
 
National Assessment of Educational Progress (NAEP), 2013. Retrieved from 
 https://nces.ed.gov/nationsreportcard/  
 
National Center for Education Statistics (NCES). Retrieved from https://nces.ed.gov/ 
 
Neal, L. I., McCray, A. D., & Webb-Johnson, G. C. (2001). Teachers’ reactions to 
 African-American students’ movement styles. Intervention in School and Clinic, 
 36 (3), 168 -174. 
 
Nelson-Smith, K.Q. (2008). Learning styles and students’ perception of teachers’ 
 attitudes and its relation to truancy among African American students in 
 secondary education. A dissertation.  Retrieved from: 
 http://etd.lsu.edu/docs/available/etd-04102008-
 161802/unrestricted/Binder4_FINAL.pdf 
 
Nichols, W. D.; Rupley, W. H.; Webb-Johnson, G.; & Tlusty, G. (2000). Teachers role 
 in providing culturally responsive literacy instruction. Reading Horizons 41 (1). 
 
Noddings, N. (1984). Caring. Berkeley, CA: University of California Press. 
 
 162 
 
Noguera, P. A. (2003). The trouble with Black boys: The role and influence of 
 environmental and cultural factors on the academic performance of African 
 American males. Urban Education, 38, 431 - 459. 
 
Noguera, P. A. (2007). Closing the racial achievement gap: The best strategies of the  
schools we send them to. In Motion Magazine. Retrieved from: 
http://www.inmotionmagazine.com/er/pn_strat.html  
 
Noguera, P. A. (2012). The achievement gap and the schools we need: Creating the 
 conditions where race and class no longer predict student achievement. In 
 Motion Magazine. 
 
Onwuegbuzie, A. J., & Leech, N. L. (2004). Enhancing the interpretation of significant 
 findings: The role of mixed methods research. The Qualitative Report, 9(4), 770-
 792. 
 
Oswald, D. P., Coutinho, M. J., & Best, A. M. (2002). Community and school predictors 
 of overrepresentation of minority children in special education. In D. J. Losen & 
 G. Orfield (Eds.), Racial inequity in special education (pp. 1 - 13). Cambridge, 
 MA: Harvard Education Press. 
 
Pang, V. O., Stein, R., Gomez, M., Matas, A., & Shimogori, Y. (2011). Cultural 
 competencies: Essential elements of caring-centered multicultural education. 
 Action in Teacher Education. 33(5-6), 560-574. Retrieved from: 
 https://www.researchgate.net/publication/254291460_Cultural_Competencies_Es
 sential_Elements_of_Caring-Centered_Multicultural_Education.  
 
Parrish, T. (2002). Racial Disparities in the identification, funding, and provision of 
 special education. In D. J. Losen & G. Orfield (Eds.), Racial inequity in special 
 education (pp. 15 - 37). Cambridge, MA: Harvard Education Press. 
 
Perlstein, D. (2002). Minds stayed on freedom: Politics and pedagogy in the African-
 American freedom struggle. American Educational Research Journal, 39 (2), 
 249–277. 
 
Perry, T. (2003). Up from parched earth. In T. Perry, C. Steele, & A. and Hilliard, 
 (Eds.), Young, gifted and Black: promoting high achievement among African 
 American students (pp. 1–108). Boston, MA: Beacon Press. 
 
Pew Research Center, (2016). It's official: Minority babies are the new majority among 
 the nation's infants, but only just. Retrieved from: http://www.pewresearch. 
 org/fact-tank/2016/06/23/its-official-minority-babies-are-the-majority-among-
 the-nations-infants-but-only just/?utm_content=buffer43d97&utm_medium 
 =social&utm_source=twitter.com &utm_campaign=buffer 
 163 
 
Pratt-Johnson, Y., (2006). Communicating cross-culturally: What teachers should know.
 The Internet TESL Journal, 12 (2).  
 
President Obama-signs-new-initiative to improve educational outcomes for African-
 Americans, (2012). Retrieved from http://www.whitehouse.gov/the-press-
 office/2012/07/26/. 
 
Randolph, J. J., (2009). A guide to writing the dissertation literature review. Practical 
 Assessment, Research and Evaluation, 14 (13). Retrieved from 
 http://pareonline.net/pdf/v14n13.pdf. 
 
Reading Proficiency in Early Grades, (2006). National Institute of Child Health and 
 Human Development. 
 
Reading Scores by Grade and Ethnicity, (2013). Texas Education Agency (TEA) - 
 Academic Excellence Indicator System (AEIS). 
 
Sankofa, B. M., Hurley, E. A., Allen, B. A., & Boykin, A. W. (2005). Cultural 
 expression and Black students attitudes toward high achievers. The Journal of 
 Psychology. 139(3), 247-259 
 
Shade, B.J., Kelly, C., & Oberg, M. (1997). Creating culturally sensitive classrooms. 
 Washington, DC: American Psychological Association.  
 
Sleeter, C. E. (1987). Why is there learning disabilities? A critical analysis of the birth of 
 the field with its social context. In T.S. Popkewitz (Ed.), The formation of school 
 subjects: the struggle for creating an American institution. (pp. 210-237). 
 London: Palmer Press. 
 
Solomon, D., Battistich, V., Watson, M., Schaps, E., & Lewis, C. (2000). A six-district 
 study of educational change: Direct and mediated effects of the Child 
 Development Project. Social  Psychology of Education, 4, 3–51. 
 
Student Assessment Scores, (2013). Retrieved from the National Assessment of 
 Educational Progress (NAEP). 
 
Taylor, A. R., (2012). Academic achievement of African American boys: Bringing 
 African American girls into the picture. Journal of School Psychology, 50 (5), 
 587 - 592.  
 
Texas Appleseed. (2007). Texas’ school to prison pipeline: Dropout to incarceration. 
 The impact of school discipline and zero tolerance. Austin, TX. 
 
 164 
 
Texas Academic Performance Report (TAPR), 2014. Retrieved from 
 http://ritter.tea.state.tx.us/cgi/sas/broker on October 26, 2015. 
 
US Census 2010. Retrieved from http://www.census.gov/2010census/ on June 1, 2015. 
 
U.S. Department of Education, National Center for Education Statistics. (2013). 
Literacy, numeracy, and problem solving in technology-rich environments 
among U.S. adults: Results from the program for the international assessment of 
adult competencies 2012 (NCES 2014–008). 
 
U.S. Department of Education. (2014). State nonfiscal public elementary/secondary 
education survey data. Retrieved from National Center for Education Statistics 
website: http://nces.ed.gov/ccd/stnfis.asp. 
 
Vanneman, A., Hamilton, L., Baldwin Anderson, J., Rahman, T. (2009). Achievement 
 gaps: How Black and White students in public schools perform in mathematics 
 and reading on the National Assessment of Educational Progress. Institute of 
 Education Sciences of the U.S. Department of Education: National Center for 
 Education Statistics. Retrieved from: 
 http://nces.ed.gov/nationsreportcard/pdf/studies/2009455.pdf, 
  
Walker, V.S. (1996). Ch. 1, “Introduction: Remembering the good”. Their highest 
 potential: An African American school community in the segregated South. 
 Chapel Hill, NC: The  University of North Carolina Press.  
 
Wang, M. C., Haertel, G. D., & Walberg, H. J. (1994). Educational resilience in inner 
 cities. In M. C. Wang & E. W. Gordon (Eds.), Educational resilience in inner-
 city America:  Challenges and prospects (pp. 45-72). Mahwah, NJ: Lawrence 
 Erlbaum. 
 
Webb-Johnson, G., (2002). Are schools ready for Joshua? Dimensions of African-
 American culture among students identified as having behavioral/emotional 
 disorders. International Journal of Qualitative Studies in Education. 15(6), 653-
 671. 
 
Williams, D. D., (2015). An RTI guide to improving the performance of African-
 American students. Thousand Oaks, CA: Corwin. 
 
Williams, H. A., (2005). Self-taught: African American education in slavery and 
 freedom. Chapel Hill, NC: University of North Carolina Press.  
 
Willie, C. V. & Sanford, J. S. (1991). Martin Luther King, Jr., the Civil Rights 
 Movement, and educational reform, Educational Policy, 5(1), 29 - 43. 
 
 165 
 
Woodson, C. G., (1933). The mis-education of the Negro. New York, NY: Tribeca 
 Books. 
 
Zinn, H. (2000). A people's history of the United States. Harper Collins, Publisher. 
 
 
 
 
 166 
 
APPENDIX A 
DISTRICT RESEARCH APPROVAL LETTER 
 
 167 
 
APPENDIX B 
CONSENT FORMS  
 
Consent Form - Teacher 
You are being asked to take part in a research study where I hope to learn if there is a 
relationship between African American students' perception of their teachers being 
culturally responsive and their reading achievement as measured by state and national 
standards.   We are asking you to take part because you are a third grade Reading teacher 
on the campus and the focus for this study is third grade reading.  Please read this form 
carefully and ask any questions you may have before agreeing to take part in the study. 
What the study is about: The purpose of this study is to determine if African American 
students' perception of their teachers being culturally responsive has an impact on their 
reading achievement as measured by state and national standards.    
What we will ask you to do: If you agree to be in this study, we will conduct an 
interview with you.  The interview will include questions about your job, the students 
you teach, your environment, and your thoughts about teaching.  The interview will take 
about 30 minutes to complete.  With your permission, we would also like to tape-record 
the interview.  I would also like to observe the classroom. 
Risks and benefits: 
I do not anticipate any risks to you participating in this study other than those 
encountered in day-to-day life." There are no benefits to you.  Third grade is a critical 
time in the education of students, especially in reading and I hope to determine whether 
cultural responsiveness benefits them. 
Compensation: There will be no compensation for participating in this study. 
Your answers will be confidential.  The records of this study will be kept private.  In 
any sort of report that I make public, I will not include any information that will make it 
possible to identify you.  Research records will be kept in a locked file; only the 
researchers will have access to the records.  If I tape-record the interview, I will destroy 
the tape after it has been transcribed, which I anticipate will be within two months of its 
taping. 
Taking part is voluntary: Taking part in this study is completely voluntary.  You may 
skip any questions that you do not want to answer.  If you decide not to take part or to 
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skip some of the questions, it will not affect your current or future relationship with your 
campus.  If you decide to take part, you are free to withdraw at any time. 
If you have questions: The researcher conducting this study is Annetra Piper.  Please 
ask any questions you have now.  If you have questions later, you may contact Annetra 
Piper at apiper@houstonisd.org or at 713-556-6785.  For questions about your rights as a 
research participant, to provide input regarding research, or if you have questions, 
complaints, or concerns about the research, you may call the Texas A&M University 
Human Research Protection Program office by phone at 1-979-458-4067, toll free at 1-
855-795-8636, or by email at irb@tamu.edu.  You will be given a copy of this form to 
keep for your records. 
Statement of Consent: I have read the above information, and have received answers to 
any questions I asked.  I consent to take part in the study. 
Your Signature ______________________________Date ________________________ 
Your Name (printed) ______________________________________________________ 
In addition to agreeing to participate, I also consent to having any interviews and 
observations tape-recorded. 
In addition to agreeing to participate, I also consent to at least two classroom 
observations. 
Your Signature ____________________________ Date _________________________ 
Signature of person obtaining consent ______________________ Date ____________ 
Printed name of person obtaining consent ______________________Date _________ 
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 Cultural Proficiency Study – Parent Consent Form  
 
 
INTRODUCTION  
 
Your child has been invited to join a research study to look at the relationship between African 
American students' perception of their teachers being culturally responsive and their reading 
achievement as measured by state and national standards.  Please take whatever time you need to 
discuss the study with your family and friends, or anyone else you wish to.  The decision to let 
your child join, or not to join, is up to you.   
 
The purpose of this study is to determine if African American students' perception of their 
teachers being culturally responsive has an impact on their reading achievement as measured by 
state and national standards.   
 
WHAT IS INVOLVED IN THE STUDY? Your child will be asked to take a survey and 
answer some questions about the teacher, the classroom, and the school.  We think this will take 
him/her approximately 20 minutes.  I will use several surveys that will be adapted to measure the 
information that will be studied and the age level of the students.  These surveys will use a Likert 
scale, with the choices of: 4 = strongly agree; 3 = agree; 2 = disagree; 1 = strongly disagree.  I 
will also use the state assessment, called the State of Texas Assessments of Academic Readiness 
or STAAR.  I will spend time in the classroom doing observations of the teacher's classroom 
teaching style and pedagogy.  There are certain culturally responsive clues that I will be looking 
for.  In addition to viewing how the teacher interacts with the students, I will also observe the 
artifacts around the room in the form of culturally relevant literature (books and pictures) and 
evidence of student work.  I will perform two observations per classroom.   
 
I will hand out the surveys to each student.  I will read the questions of the survey to the 
students, while they read them silently, so that there is no misunderstanding of what is asked.  
The students will be asked to place the number that matches their answer in the box next to the 
question.  When the survey is over, the students will fold the paper in half and return it to me.  
The teacher will not view the survey and will not find out the answers to the surveys until after 
the semester ends so that it will not impact the student’s relationship with the teacher.  
Additionally, I will ask that the students do not place their names on the surveys so that they 
cannot be identified.  There will be a total of three surveys given within this time frame.  The 
surveys should take approximately seven minutes each.  I will return at a later date to complete 
the survey again after I have observed the class.  The teacher will know why I am there.  It is 
hopeful that the cultural responsiveness of the teacher will increase and the students will perform 
better in class.  This study will take approximately four months.  As previously state, I will 
observe the classroom.   
 
The investigators may stop the study or take your child out of the study at any time they judge it 
is in your child’s best interest.  They may also remove your child from the study for various 
other reasons.  They can do this without your consent.   
 
Your child can stop participating at any time.  If your child stops he/she will not lose any 
benefits.   
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RISKS This study involves the following risks:  
 
Rare: The teacher’s behavior towards the class may change.  Although it is very unlikely because 
the teacher will not receive the outcomes from the class and no student will be independently 
identified.  Other risks of this study include a limited amount of time taken during the class time.  
There are not physical risks of participating in the study above.   
There may also be other risks that we cannot predict.   
 
BENEFITS TO TAKING PART IN THE STUDY? It is reasonable to expect the following 
benefits from this research: The teacher-student relationship may improve based on the teacher 
understanding the benefits of being culturally responsive.  However, we can’t guarantee that 
your child will personally experience benefits from participating in this study.  Others may 
benefit in the future from the information we find in this study.   
 
CONFIDENTIALITY Your child’s name will not be used when data from this study are 
published.  Every effort will be made to keep clinical records, research records, and other 
personal information confidential.  We will take the following steps to keep information 
confidential, and to protect it from unauthorized disclosure, tampering, or damage: At all phases 
of the data collection, the identities of the students and teachers will be protected and 
confidentiality will be ensured.  No identifier of the students or teachers will be used, whether by 
school ID, social security number, or name, and none of the student or teacher identification 
information will be included in the study.  The data will be entered into a computer program and 
the information will be aggregated and/or disaggregated according to how the data will be used.  
Information about you will be kept confidential to the extent permitted or required by law.  
People who have access to your information include the Principal Investigator and research 
study personnel.  Representatives of regulatory agencies such as the Office of Human Research 
Protections (OHRP) and entities such as the Texas A&M University Human Subjects Protection 
Program may access your records to make sure the study is being run correctly and that 
information is collected properly.   
 
INCENTIVES There are no incentives for participating in this study.  There may be a pizza 
party provided at the end of the year as a thank you, but not as an incentive for participating.   
 
YOUR RIGHTS AS A RESEARCH PARTICIPANT? Participation in this study is voluntary.  
Your child has the right not to participate at all or to leave the study at any time.  Deciding not to 
participate or choosing to leave the study will not result in any penalty or loss of benefits to 
which your child is entitled, and it will not harm his/her relationship with the researcher, the 
teacher, the principal, or other students.  If your child decides to leave the study, the procedure 
is: They will not be asked to complete the survey.  The student will be given another activity 
(reading a book or other academic activity) until the survey is complete.  Any interactions 
observed between the teacher and the student will be noted for the teacher, but not for the 
student. 
 
CONTACTS FOR QUESTIONS OR PROBLEMS? The researcher conducting this study is 
Annetra Piper.  Please ask any questions you have now.  If you have questions later, you may 
contact Annetra Piper at apiper@houstonisd.org or at 713-556-6785.  For questions about your 
rights as a research participant, to provide input regarding research, or if you have questions, 
complaints, or concerns about the research, you may call the Texas A&M University Human 
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Research Protection Program office by phone at 1-979-458-4067, toll free at 1-855-795-8636, or 
by email at irb@tamu.edu.  You will be given a copy of this form to keep for your records.  
Please call the IRB at the number above or go to the website if you have questions about the 
study, any problems, if your child experiences any unexpected physical or psychological 
discomforts, any injuries, or think that something unusual or unexpected is happening.   
 
Permission for a Child to Participate in Research  
 
As parent or legal guardian, I authorize _________________________________ (child’s name) 
to become a participant in the research study described in this form.   
 
 
________ I give my permission for audio recordings to be made of my child during my 
participation in this research study.   
 
 
 
________ I do not give my permission for audio recordings to be made of my child during my 
participation in this research study.   
 
 
_____________________  
Child’s Date of Birth  
 
 
____________________________________________________  
Parent or Legal Guardian’s Signature Date  
 
 
Upon signing, the parent or legal guardian will receive a copy of this form, and the original will 
be held in the subject’s research record.   
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Cultural Proficiency Study – Student Assent Form 
 
 
 Dear: ______________________:  
 
My name is Mrs.  Piper.  I am a graduate student at Texas A & M University, at College 
Station.  I am conducting a study to find out how you feel about your reading teacher.   
If you agree, you will be asked to take a survey and allow me to watch you in your class.  It 
will help your teacher and I find out what will help you do better in school.  You do not have 
to answer any questions that you do not want to.   
 
I will be able to see the answers to your survey.  Your teacher will also see them, but not 
until the end of the school year.  Your parents will be allowed to see them too.  I will keep 
all of your answers in a safe place, and will not allow anyone to know your answers.  I will 
give you an ID number that they will not know.   
 
You do not have to be in this study and no one will be mad at you if you decide to not 
participate.  Even if you start the study, you can stop at any time and no one will be mad.   
Here is my information: Mrs.  Annetra Piper, 713-556-6785, apiper@houstonisd.org.  You 
may ask questions about the study at any time.  You can email or call me, or talk to your 
principal about it.   
 
Please answer one of the questions below:  
 
__________YES.  I want to be in the study.  I understand the study will be done during 
reading class time.  I understand that even if I check “yes” now, I can change my mind later.   
 
__________ NO.  I do not want to be in the study.   
 
 
Child’s name: _______________________________  
 
 
Signature: ________________________  
 
 
By filling out the survey/questionnaire and returning it to Mrs.  Piper you are willing to be in 
this study.   
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APPENDIX C 
SURVEY INSTRUMENTS 
 
 
 
Survey Instrument 1: Student’s Perception of Themselves as Learners 
 
Answer the questions below using the Likert scale on whether you feel:  
4 = strongly agree; 3 = agree; 2 = disagree; 1 = strongly disagree  
Question Rating 
1.  I like myself.  
2.  I think I am smart.  
3.  I think my teachers think I am smart.  
4.  I feel that my teachers like me.  
5.  My parents are proud of me.  
6.  I feel I am able to do things as well as most people.  
7.  I always know the answer when the teacher calls on me.    
8.  I feel like others trust me.  
9.  I feel comfortable being a leader.  
10.  I make good grades in school.  
11.  I like to be the center of attention.  
12.  I have a lot of friends.  
Adapted from Dr.  Zeenat Ismail, International Journal of Business and Social Science, 
2011.  
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Survey Instrument 2: Student’s Perception of Teachers' Attitudes  
 
 
Answer the questions below using the Likert scale on how you feel about your teacher:  
4 = strongly agree; 3 = agree; 2 = disagree; 1 = strongly disagree  
 
Question Rating 
1.  I think my teacher likes this school.  
2.  I think my teacher likes me.  
3.  My teacher talks to all the students in the class in a nice way.  
4.  I think my teacher wants me to learn.    
5.  I feel that my teacher is happy when I am good in class.    
6.  I feel my teacher wants me to do good in class.    
7.  My teacher does not mind answering my questions.  
8.  I learn when my teacher teaches me.  
9.  I feel my teacher likes to teach.  
10.  I feel I can use what I am learning.  
11.  My reading teacher helps me do better.  
12.  I feel happy in my reading classroom.  
13.  My reading teacher likes to hear what I have to say.  
14.  My reading teacher is sad when I do not do well.  
Adapted from: Instrument created by Kenyetta Quenishia Nelson-Smith in her 
dissertation, 2002 and Dr.  Zeenat Ismail, International Journal of Business and Social 
Science, 2011 
 
 
 175 
 
Survey Instrument 3: Students' Perception of the Learning Environment 
 
 
Answer the questions below using the Likert scale on how you feel about school:  
4 = strongly agree; 3 = agree; 2 = disagree; 1 = strongly disagree  
 
Questions - Students' Perceptions of Teaching Method Rating 
1.  My teacher calls on all students during reading time.  
2.  My teacher likes me to work with others.  
3.  My reading teacher helps me in a way that does not shame me.  
4.  My teacher helps me to learn how to read.    
Questions - Students' Perceptions of Classroom Management Rating 
1.  My teacher keeps the classroom neat and clean.  
2.  My teacher treats everyone in the classroom the same way.  
3.  The rules for everyone in the class are the same.  
4.  My teacher makes it easy to read in reading class  
Questions - Students' Perceptions of School Climate Rating 
1.  My school is quiet and peaceful.  
2.  Most of the students at my school get along.  
3.  The principal knows my name.  
4.  I feel safe at my school.  
Adapted from Dr.  Abiola article, Journal of Educational and Social Research, 2013 
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Survey Instrument 4: Teachers’ Perception of Themselves as Teachers  
 
Answer the questions below using the Likert scale on how you feel about teaching:  
4 = strongly agree; 3 = agree; 2 = disagree; 1 = strongly disagree  
 
 
Question Rating 
1.  I enjoy teaching my students.  
2.  I think all students can learn.  
3.  I think it is important to introduce students to different cultures.  
4.  I feel that my students like me.  
5.  My classroom is a place of learning.  
6.  I feel that my students love to read.  
7.  I feel that I reach all of the students.    
8.  I feel like my students trust me.  
9.  I feel comfortable pushing the students to higher levels.  
10.  I feel comfortable teaching all aspects of the curriculum.  
11.  I think I have all of the professional development that I need.  
12.  There is a network of support for me at the school  
13.  I have a good relationship with the students' parents.  
14.  I feel comfortable being evaluated by others.  
15.  There are very few discipline problems in my classroom.  
 
The question below requests that you fill in the blank. 
 
I have written less than _________ discipline referrals this year. 
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APPENDIX D 
EXTERNAL VALIDITY STUDY: ISTATION/STAAR 
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APPENDIX E 
TEACHER EVALUATION INFORMATION 
 
Teacher Evaluation Information 
There are three components to the district's Teacher Appraisal and Development 
System (TADS):  Instructional Practices, Student Performance, and Professional 
Expectations.  The Performance Criteria Weighted Percentages of each of these 
components are: (a) Instructional Practices – 50%; (b) Student Performance – 30%; and 
(c) Professional Expectations – 20%.  If a teacher does not have a Student Performance 
Rating, the teacher’s default rating percentages will be: Instructional Practices – 70% 
and Professional Expectations – 30%.  Within these components there are three sets of 
criteria: Three Planning Criteria (Instructional Practices), Ten Instruction Criteria 
(Instructional Practices), and Nine Professionalism Criteria (Professional Expectations).  
Within the Planning (PL) Component, the following Instructional Practice Criteria 
expect that the teacher: 
• PL-1 Develops student learning goals 
• PL-2 Collects, tracks, and uses student data to drive instruction 
• PL-3 Designs effective lesson plans, units, and assessments  
 
Within the Instruction (I) Component – the Instructional Practice Criteria in this section 
should demonstrate that the teacher: 
• I-1 Facilitates organized, student-centered, objective-driven lessons 
• I-2 Checks for student understanding and responds to student  
  misunderstanding 
• I-3 Differentiates instruction for student needs by employing a variety of 
instructional strategies 
• I-4 Engages students in work that develops higher-level thinking skills 
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• I-5 Maximizes instructional time 
• I-6 Communicates content and concepts to students 
• I-7 Promotes high academic expectations for students 
• I-8 Students actively participating in lesson activities  
• I-9 Sets and implements discipline-management procedures 
• I-10 Builds a positive and respectful classroom environment 
 
Within the Professionalism (PR) Component – Professional Expectations Criteria, the 
teacher: 
• PR-1 Complies with policies and procedures at school 
• PR-2 Treats colleagues with respect throughout all aspects of work 
• PR-3 Complies with teacher attendance policies  
• PR-4 Dresses professionally according to school policy  
• PR-5 Collaborates with colleagues 
• PR-6 Implements school rules  
• PR-7 Communicates with parents throughout the year 
• PR-8 Seeks feedback in order to improve performance  
• PR-9 Participates in professional development and applies learning. 
 
There are four performance levels when rating criteria (Highly Effective, Effective, 
Needs Improvement, and Ineffective). (Source: HISD TADS, 2016) 
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APPENDIX F 
DISTRICT DASHBOARD SAMPLE 
 
Chief and Principal Level Dashboards 
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Source: CSO and Principals Dashboards, HISD 2015 
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APPENDIX G  
OBSERVATION PROTOCOLS 
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